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THE STATUS OF EDUCATION IN AMERICA AND
DIRECTIONS FOR THE FUTURE

MONDAY, NOVEMBER 13, 1989

HoUSE oF REPRESENTATIVES,
COMMITTEE ON EDUCATION AND LABOR,
Washington, DC.

The committee met, pursuant to call, at 9:30 a.m., in Room 2175,
Rayburn House Office Building, Hon. Augustus Hawkins [Chair-
man] presiding.

Members present: Representatives Hawkins and Goodling.

Staff present: Barbara Dandridge, administrative assistant {edu-
cation); Andrew J. Hartman, minority staff director; and Beth
Buehlmann, minority education coordinator.,

Thg CuAIRMAN. The Committee on Education and Labor is called
to order.

This is the beginning of a series of statements by outstanding
educators.

It is our hope that we can listen to those who are really on the
firing line and to learn from them as to where we are in education
today and in what direction we are headed. We will have no com-
ment on the statements that the various ones will issue during
these several days of official hearing in the nature of a symposium.
No questions will be asked of witnesses. We would like for them to
confine themselves to the highlights of their statements which will
be entered in the record in their entirety and no attempt will be
made to editorialize or to change the statements of those who testi-

It is expected that at the end of the hearing—from some 15 or 20
outstanding spokesmen in the field—we will simply present what
has been said and issue that, disseminate that to the public and
perhaps out of those different statements a clearer and better un-
derstanding of just what we are attempting to do in behalf of the
Nation’s interests will be better and more clearly understood.

Perhaps some action can be gleaned from what is said. So we will
proceed today, tomorrow, and if necessary on Wednesday. It is our
hope that other Members of the committee will benefit from what
is said. We will obviously share with our colleagues the informa-
tion that we gather here this morning and this afternoon.

Mr. Goodling and I are pleased to join in sponsoring this sympo-
sium. I would like to yield to him for whatever statement he may
wish to make.

(1)
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Mr. GoopLING. Just that I am looking forward to these next
couple of days. If we don’t have all the answers by the end of those
two deys, I guess we will never get them.

The CuAIRMAN. Thank you.

We are very honored and pleased that this series of hearings will
commence with the Secretary of the Department of Education for
whom we have a very high regard and certainly we look forward to
him for a continuing dialogue with the committee in attempting to
push ahead on the frontier of a better educated America.

Dr. Cavazos, we are very, very pleased to have you. Thank you
for taking the time. We understand that you do have a time re-
straint. [ am sure that we will let you out at the time that you
need to make your next appointment.

STATEMENT OF SECRETARY LAURO CAVAZOS, U.S. DEPARTMENT
OF EDUCATION

Secretary Cavazos. Thank you very much. I would like to thank
the Chairman and ranking member personally for accommodating
my schedule. I want to start out by reading my statement that is
filed for the record.

Thank you for inviting me to share with you my perceptions on
the current state of American education. I want to applaud both
you, Mr. Chairman, and Congressman Goodling for scheduling this
three-day symposium on the problems, issues, and challenges that
confront our education system. There is no more important issue
before you committee than this. Solutions will only be possible if
we all work together to meet the educational challenges that lie
ahead for this Nation.

I am sure each of us here today is here today because we already
have a pretty good idea of what is going on in American education,
and so I am not going to waste everyone’s time reciting the dreary
statistics and the leak indicators—the embarrassing performance
of our students on assessments of knowledge and skills in just
about any subject you can name, the test scores, the dropout rates,
and the complaints from businesses that can’t find workers with
even rudimentary skills. We know we have got plenty of problems,
and we know we must take action immediately.

Our future as a Nation rests with the children sitting in Ameri-
can classrooms right now—children that too often are being short-
changed by our educational system. Unless we act today—not when
the next conference is held or the next report is written, but now—
we will discover sooner or later the terrible penalty we face for fail-
ing to prepare large numbers of our young people to meet the chal-
lenge of our complex, information-driven world. We may have busi-
nesses and industries supported by the most sophisticated technolo-
gy, we may have hospitals filled with the most up-to-date medical
advances, we may have a fist-class defense system, we may have
world-famous libraries, art galleries, and laboratories, we may have
the finest democratic institutions in the world—but who will staff
them, who will run them, who will guide them? Not the children
we are failing to educate. Without a well-educated citizenry, the
United States in in danger of becoming what has been described as
the world’s only fully-industrialized third-world Nation.

™
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Because the problems facing us are large-scale and complex, they
will not yield easily to quick fixes or stop-gap solutions. We must
face the fact that we are in this business for the long haul, and
that providing the human and financial resources—the invest-
ments, if you will—that are necessary for achieving improvements
may require sacrifices from all of us. Having said that, I want to
outline for you what the U.S. Department of Education is doing,
right now, to contribute to the reform of American education.

As President Bush and I have said, we are targeting four broad
areas: helping the neediest, achieving and rewarding excellence
and success, increasing parent involvement and choice, and
strengthening accountability in education at all levels. Together
these four principals animate the President’s education agenda for
America, and together they constitute a solid framework for the
typﬁs of reform and restructuring needed in our educational system
right now.

Flelping children who are most in need must be the first priority
of Federal and state governments in education reform. Children
who are economically and educationally disadvantaged, who are
handicapped, who are migrant, or who have limited proficiency in
English require additional support and services if they are to suc-
ceed. Given limited resources, these are the children we must, reach
out to first, and that is precisely what I tried to do when we pre-
pared the department’s budget submission to Congress. Programs
must be targeted to ensure that resources are focused where they
can do the most good, and the quality of curriculum and instruc-
tion must be upgraded to provide disadvantaged students with an
education that stimulates and supports high performance. Low ex-
pectations for disadvantaged students become self-fulfilling proph-
ecies. Instead, we must set high expectations for students in addi-
tion to providing the resources necessary to assist them in living
up to these expectations.

In this regard, I am proud that 85 percent of the Department of
Education’s budget is devoted to the disadvanta ed, to special edu-
cation, and to needy postsecondary students, ang I am proud of the
leadership the department is providing in the improvement of the
Chapter 1 compensation education program, the department’s
single largest program serving the disadvantaged. I might add, Mr.
Chairman, that you and others here today playved a key role in
working with the Administration last year when Chapter 1 was re-
authorized to find better ways of targeting those resources. The de-
partment, through its Chapter 1 technical assistance centers, is
working with states, districts, and schools to set specific goals for
the educational achievement of students in the Chapter 1 program
and develop plans to improve their Chapter i projects if the goals
are not met.

The depasrtment will be monitoring and assisting these efforts
through review of state and local program improvement plans and
standards during monitoring visits. The department is also plan-
ning to hold regional meetings on program imiprovement for state,
district, and school-level Chapter 1 administrators this winter.

If we are to achieve nationwide educational improvement, we
must set high expectations for all our children, must assist them in
meeting those expectations, and must reward students, teachers,
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and schools for excellence and academic success. When I released
the 1989 State Education Performance Chart on May 3 of this year,
I challenged the 50 states, individual school districts, and the Na-
tion’s parents to establish educational improvement goals to accel-
erate the pace of reform.

This work has been given a big boost by the President’s historic
Charlottesville summit with the governors. Work is now underway
by the governors, the White House, and educational leaders nation-
wide to develop national performance goals in response to the edu-
cation summit. The department will assist this process, working
closely with other Administration and state officials and providing
our resources and expertise in developing meaningful, practical
achievement goals. In addition to establishing goals, we must also
be sure to reward the successes of those who achieve the goals that
we set forth.

I am proud to support the President’s Educational Excellence
Act, which includes rewards for innovation and achievement by
schools, teachers, and individual students. Institutions as well as
individuals do indeed respond to change, and what we need most is
to find adequate, effective incentives to encourage that change.
There is no one “magic bullet” that will solve all our educational
woes—but a series of carefully thought-cut education reforms to re-
structure our educational system at all levels is sorely needed.

Ideas such as school-based management, merit pay, enhanced
support for magnet schools, merit schools, and a host of other re-
forms that are being tried right now in many of our states and
communities hold the key to unshackling the present system from
malmy of the restraints that impede our ability to obtain better re-
sults.

And at the heart of restructuring lies the principle of empower-
ing parents, teachers, principals, and school districts to decide what
is best for them and for their students and what is truly effective
when it comes to improving classroom performance.

Now, Mr. Chairman, I know that you and I may not necessarily
entirely agree on the issue of resources, but I would be remiss if I
did not at least touch on this issue. You probably know the figures
as well as I do. The Federal budget for education is approximately
$24 billion and constitutes between 6 and 7 percent of spending on
education in America. But when you look at the aggregate figures
and recognize that we will spen({ some $353 billion on education
this school year at all levels—Federal, state and local—I think the
most important question that faces all of us is accountability: what
are we getting for those dollars? For public elementary and second-
ary schools alone, we will spend over $195 billion in 1989 to 1990.
This country spends more on education in the aggregate and as a
percentage of our gross national product than it does on defense.
We spend more on education than any other country in the world,
and we spend more per student than all but three countries in the
world. When our commitment of resources is so high, why can’t we
expect our students’ performance to be equally high? Quite frankly,
Mr. Chairman, we aren’t getting what we are paying for. This fun-
damental fact poiats us in the direction of finding ways to restruc-
ture what we are doing in education, to redeploy those resources in
a fashion that helps achieve better performance. To cite just one of




5

the hundreds of alarming examples, a recent international study
on geographic knowledge by the National Geographic Society indi-
cates that one out of seven American adults cannot locate the
United States on a globe. Now I ask you, if this is indeed the case,
then aren’t we in sorry shape? And if this remains true for the
next generation, then won’t many of our children be literally lost
in the modern world? If we want to change the way things are in
American education, then we need to change the way we do
things—through reform and restructurin§.

The education summit in Charlottesville reflected a remarkable
consensus among the President, his cabinet, and the governors that
restructuring was absolutely essential. I hope, Mr. Chairman, that
we can count on this committee, and your leadership, to further
what I would characterize as a nationwide consensus of this issue.
The joint statement issued at the conclusion of the summit, was
the beginning of a framework for the type of reform and restruc-
turing—including the establishment of a process fur developing na-
tional goals—that is vital to this country. Let us consider some of
the key aspects of that framework that were considered in Char-
lottesville. They fall into four general categories:

First, our children must arrive at school readfr to begin their
education. This raises issues that include not on y education but
also health and nutrition concerns as well.

Second, there was concern for what happens in the classroom: do
we have an adequate supply of well-trained, well-qualified teach-
ers? Is the school environment free of drugs and violence and other
disciplinary problems that seriously impeded learning? Are parents
sufficiently involved with their children’s learning and with their
children’s teachers?

Third, I think it is fair to say that there is a concern for what I
would call the consumer-oriented aspect of education. If you look at
education as an investment of human as well as a financial capital,
then it is appropriate to ask about the return on that investment.
If the education produced at the elementary and secondary level is
of poor quality, then those who depend on that system—our busi-
nesses, our industries, our government, and our igher education
institutions—may become inferior. Thus, we must be concerned
with the quality of education at all levels, including postsecondar
education, and we must work to ensure that all of America’s chil-
dren have access to high quality elementary, secondary, and post-
secondary education.

Fourth, and finally, the summit focused on the issue of informa-
tion and measurement. We need to find out how well our students
are doing, whether we are makincgl progress in reducing dropouts,
and whether we are moving ahead to reduce the intolerable level
of illiteracy in this country.

In our restructuring and reform efforts, as we set high expecta-
tions for all children, we must at the same time provide the neces-
sary resources to assist disadvantaged students. It is Jjust as wrong
to set high goals and then leave those who need extra assistance
unaided as it is to assume they are incapable of high achievement
by refusing to set goals in the first place. That is wh{’ the depart-
ment has proposedg increasing the Chapter 1 budget by over $151
million, and increasing by over 50 percent the amount budgete . for

10"




6

Chapter 1 concentration grants, which go to schools and districts
with the highest proportion of disadvantaged students. Other areas
of increase include bilingual education. Historically, Black Colleges
and Universities, services to Indian children and adults, adult liter-
acg, education of handicapped children, student aid, and school
reform.

I am particularly troubled by the state of education among
Native Americans and have recently announced a major initistive
to address their needs. To begin that endeavor, I have launche 1 an
“Indian Nations at Risk” study to analyze the problems that
Native Americans face with education and to recommend solutions.
More immediate, I have instructed my staff to formulate a proposal
for submission to Congress early next year which would remove un-
intended barriers to Native American students’ participation in a
number of programs administered by the department.

In this area of parental involvement, I strong favor educational
choice coupled with school based management use it provides
all families with the option otherwise available only to the afflu-
ent—of selecting the schools their children will attend. I believe
that all youngsters, not only those from wealthy families, should be
able to attend schools that meet their educational needs and foster
their individual talents and abilities. If we are serious about help-
ing disadvantaged families, we should be serious about providing
them with meaningful choices about the kind of education they
want for their children.

Choice &nd school based management also have the advantage of
increasing accountability in education, which is the fourth area
targeted by the department. Schools will have to be more respon-
sive to parent and community concerns about quality, safety, edu-
cational approach and most important, improved educational per-
formance, if they know that families can vote with their feet, leav-
ing unacceptable schools behind. Another benefit of choice is that
it permits educators greater flexibility and freedom to cre.te dis-
tinctive programs that will meet the needs of their students.

Accountability is crucial to education reform at all levels. Too
often, the only ones who stand to suffer if educational goals are not
met are the students. If we are serious about reform, we must be
willing to take responsibility for ensuring that improvements
occur. An equitable and practical set of rewards and sanctions will
encourage districts, schools, piincipals, teachers, and administra-
tors to take the risks that are needed to bring about lasting im-
provement.

The department has undertaken its own in-house accountability
initiative, beginning with a comprehensive assessment of how our
programs can be improved to ensure accountability for results.
Consistent with the outcome of the education summit, we are ex-
ploring ways to introduce regulatory fiexibility into many Federal
programs in exchange for state plans to enhance performance by
students. We are also reviewing ways the department can elimi-
nate, relax, or reduce unnecessary burdensome regulations to allow
local districts to pool funds from different state and Federal pro-
grams and use these resources in the most effective manrer. I must
emphasize that as we review our regulations, we will be certain
that we fully meet the intent of the Congress relative to the legisla-

11,
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tive acts. We are currently developing legislation to support experi-
mentation in this area.

At the Federal level we have begun working with other depart-
ments, including Health and Human Services and Labor, to better
coordinate our efforts to serve at-risk children and youth. We have
all these programs, many quite good and well-structured—but all
together we administer some 200 programs in the department. And
when you add to these the education programs run by the Bureau
of Indian Affairs at Interior, Head Start at HHS, plus others at De-
fense, Labor, Veterans’ Affairs, NSF and NASA, one begins to see
Jjust how fragmiented our Federal efforts can be. To that end, the
President this spring created a cabinet council task force on educa-
tion and named me as chairman. We are currently exploring ways
to combine our expertise in the many areas where th~ needs of in-
dividuals fall under the mission of more than one department, so
th%tl_we can provide more effective and efficient service to the
public.

All of this is a tremendous agenda—one that will involve the
commitment and hard work of all Americans. Mr. Chairman, in
the past we used to think about someone’s career beginning when
that person finished school. But today I think we would all agree
that one’s career actually begins with school. Moreover, I have also
embraced the concept of life-long learning as one of our education-
al goals. But do not misunderstand what I am saying. Lifelong
learning is not just something that we need so that our economy is
more efficient and productive. We also need it so that our citizens
will be able to function as intelligent and thoughtful members of
our democratic society.

In conclusion, I call upon all of us here to dedicate ourselves to
the task of improving the education of our Nation’s children. We
must be willing to make courageous decisions, we must be willing
to work hard and long, we must be willing, if necessary, to reallo-
cate and redeploy scarce resources, in order to make educational
improvement a reality. We have been willing to do this in the past
to meet other critical needs. There is no single need facing the
Nation at thic moment that is more important than providing our
children a quality education, because our education system is the
foundation of all our other institutions. Is our Nation’s economic
and political security at stake? I submit to you that it is, indeed.
The challenges before us are vast, but the rewards for our success
are infinite. Together we can ensure that our children will be pre-
pared to face the challenges of the future, and that through their
labor and their vision our Nation will remain strong and free.

Thank you, Mr. Chairman.

[The prepared statement of Hon. Lauro F. Cavazos follows:]
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SECRETARY'S TESTIMONY FOR THE HOUSE EOUCATION AND LABOR COMMITTEE

TﬂlN{ YOU FOR INVITING ME TO SHARE WITH YOU MY PERCEPTIONS ON
THE CURRENT STATE OF AMERICAN EOUCATION. I WANT TO APPLAUD BOTH
YOU, MR. CHAIRMAN, AND CONGRESSMAN GOOOLING FOR SCHEOULING THIS
THREE-0AY SYMPOSIUM ON THE PROBLEMS, ISSUES, ANO CHALLENGES THAT
CONFRONT OUR EOUCATION SYSTEM. THERE IS NO MORE IMPORTART ISSUE
BEFORE YOUR COMMITTEE THAN THIS. SOLUTIONS WILL ONLY BE POSSIBLE I
WE ALL WORK TOGETHER TO MEET THE EDUCATIONAL CHALLENGES THAT LIE
AHEAO FOR THIS NATION.

I'M SURE EACH OF US IS HERE TOOAY BECAUSE WE ALREAOY HAVE A
PRETTY GOOD IOEA OF WHAT'S GOING ON IN AMERICAN EOUCATION, ANO SO
I'M NOT GOING TO WASTE EVERYONE'S TIME RECITING THE OREARY
STATISTICS AND THE BLEAK INOICATORS--THE EMBARRASSING PERFORMANCE 0
OUR STUDENTS ON ASSESSMENTS OF KNOWLEOGE ANO SKILLS IN JUST A8OUT
ANY SUBJECT YOU CAN MAME, THE TEST SCORES, THE OROPOUT RATES., ANO
THE COMPLAINTS FROM BUSINESSES THAT CAN'T FINO WORKERS WITH EVEN
RUDIMENTARY SKILLS. WE KNOW WE'VE GOT PLENTY OF PROBLEMS. ANO WE
KNOW WE MUST TAKE ACTION IMMEOIATELY.

OUR FUTURE AS A NATION RESTS WITH THE CHILOREN SITTING IN
AMERICAN CLASSROOMS RIGHT NOW--CHILDREM THAT TOO OFTEN ARE BEING
SHORTCHANGEOBY OUR EDUCATIONAL SYSTEM. UNLESS WE ACT TOOAY--NOT
WHEN THE NEXT CONFERENCE IS HELO OR THE MEXT REPORT IS WRITTEN. BUT
NOV-:HE WILL OISCOVER SOONER OR LATER THE TERRIBLE PENALTY WE FACE
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FOR FAILIA. 0 PREPARE LARGE NUMBERS OF OUR YOUL. PEOPLE TO MEET THE
CHALLENGE OF OUR COMPLEX, INFORMATION-ORIVEN WORLO. WE MAY HAVE
BUSINESSES ANO INOUSTRIES SUPPORTEO BY THE MOST SOPHISTICATEC
TECHNOLOGY. WE MAY HAVE HOSPITALS FILLEO WITH THE MOST UP-TO-OATE
MEOICAL ADVANCES, WE MAY HAVE A FIRST-CLASS OEFENSE SYSTEM. WE MAY
HAVE WORLO-FAMOUS LIBRARIES, ART GALLERIES. ANO LABORATORIES, WE MAY
HAVE THE FINEST OEMOCRATIC INSTITUTIONS IN THE WORLO--BUT WHO WILL
STAFF THEM, WHO WILL RUN THEM, WHO WILL GUIOE THEM? NOT THE
CHILOREN WE ARE FAILING TO EOUCATE. WITHOUT A WELL-EOUCATEO
CITIZENRY, THE UNITEO STATES IS IN OANGER OF BECOMING WHAT HAS BEEN
OESCRIBEO AS THE WORLO'S ONLY FULLY-INOUSTRIALIZEO THIRO-WORLO
NATION.

BECAUSE THE PROBLEMS FACING US ARE LARGE SCALE ANO COMPLEX. THEY
WILL NOT YIELD EASILY TO QUICK FIXES OR STOP-GAP SOLUTIONS. WE MUST
FACE THE FACT THAT Wt ARE IN THIS BUSINESS FOR THE LONG HAUL. ANO
THAT PROVIOING THE HUMAN ANO FINANCIAL RESOURCES--THE INVESTMENTS,
IF YOU WILL--THAT ARE NECESSARY FOR ACHIEVING IMPROVEMENTS MAY
REQUIRE SACRIFICES FROM ALL OF US. HAVING SAIO THAT, I wANT TO
OUTLINE FOR YOU WHAT THE U.S. DEPARTMENT OF EOUCATION IS OOING.
RIGHT NOW, TO CONTRIBUTE TO THE REFORM OF AMERICAN EOUCATION.

AS PRESIOENT BUSA ANO I HAVE SAI0. WE ARS TARGETING FOUR SROAO
AREAS: HELPING THE NEEOIEST, ACHIEVING ANO REWAROING EXCELLENCE ANO
SUCCESS, INCREASING PARENT INVOLVEMENT ANO CHOICE, ANO STRENGTHENING
ACCOUNFABILITY IN EOUCATION AT ALL LEVELS. TOGETHER THESE FOUR
PRINCIPLES ANIMATE THE PRESIOENT'S EOUCATION AGENOA FOR AMERICA, ANO
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TOGETHER THEY CONSTITUTE A SOLIO FRAMEWORK FOR THE [YPES OF REFORM
ANO RESTRUCTURING NEEOEO IN OUR EOUCATIONAL SYSTEM RIGHT NOW.

HELPING CHILDREN WHO ARE MOST IN NEEO MUST RE THE FIRST PRIORITY
OF FEOERAL ANO STATE GCVERNMENTS IN EDUCATION REFORM. CHILOREN WHO
ARE ECONOMICALLY ANO EOUCATIONALLY OISAOVANTAGED, WHO ARE
HANDICAPPED.WHO ARE MIGRANT, OR WHO HAVE LIMITEO PROFICIENCY IN
ENGLISH REQUIRE ADOITIONAL SUPPORT AND SERVICES IF THEY ARE TO
SUCCSE0. GIVEN LIMITEO RESOURCES, THESE ARE THE CHILDREN WE MUST
: REACH OUT TO FIRST, ANO THAT IS PRECISELY WHAT I TRIED TO 00 WHEN WE
. PREPAREO THE DEPARTMENT'S BUOGET SUBMiSSION TO CONGRESS. PROGRAMS
: MUST BE TARGETED TO ENSURE THAT RESOURCES ARE FOCUSED WHERE THEY CAN
DO THE MOST GOOD. AND THE QUALITY OF CURRICULUM ANO INSTRUCTION MUST
BE UPGRAOEO TO PROVIOE OISAOVANTAGEO STUOENTS WITH AN EOUCATION THAT
STIMULATES ANO SUPPORTS HIGH PERFORMANCE. LOW EXPECTATIONS FOR
OISAOVANTAGED STUOENTS BECOME SELF-FULFILLING PROPHECIES. INSTEAO,
WE MUST SET HIGH EXPECTATIONS FOR STUOENTS IN AOOITION TO PROVICING
THE FE£SOURCES NECESSARY TO ASSIST THEM IN LIVING UP TO THESE
EXPECTATIONS.

IN THIS REGARO, I AM PROUO THAT 85 PERCENT OF THE DEPARTMENT OF
EOUCATION'S BUOGET IS OEVOTEO TO THE OISAOVANTAGEO, TO SPECIAL
EOUCATION. ANO TO NEEDY POSTSECONOARY STUDENTS., ANO I AM PROUO OF
THE LEAOERSHIP THE DEPARTMENT IS PROVIOING IN THE IMPROVEMENT OF THE
CHAPTER L COMPENSATORY EDUCATION PROGRAM. THE DEPARTMENT'S SINGLE
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LARGEST PROGRAM SERVING THE OISADVANTAGEO. I MIGHT AOD, MR.
CHAIRMAN, THAT YOU ANO OTHERS HERE TOOAY PLAYEO A KEY ROLE IN
WORKIRG WITH THE AOMINISTRATION LAST YEARZ WHEN CHAPTER i WAS
REAUTHORIZEO TO FIND BETTER WAYS OF TARGETING THOSE RESOURCES. THE
DEPARTMENT, THROUGH ITS CHAPTER 1 TECHNICAL ASSISTANCE CENTERS, IS
WORKING WITH STATES. OISTRICTS. AND SCHOOLS TO SET SPECIFIC GOALS
FOR THE ESUCATIONAL ACHIEVEMENT OF STUDENTS IN THE CHAPTER 1 PROGRAM
ANO OEVELOP PLANS TO IMPROVE THEIR CHAPTER 1 PROJECTS IF THE GOALS
ARE NOT MET.

THE DEPARTMENT WILL BE MONITORING ANO ASSISTING THESE EFFORTS
THROUGH REVIEW OF STATE ANO LOCAL PROGRAM IMPROVEMENT PLANS ANO
STANOAROS OURING MONITORING VISITS. THE DEPARTMENT IS ALSO PLANNING
TO HOLO REGIONAL MEETINGS ON PROGRAM IMPROVEMENT FOR STATE,
DISTRICT, ANO SCHOOL-LEVEL CHAPTER 1 AOMINISTRATORS THIS WINTER.

IF WE ARE TO ACHIEVE NATIONWIOE EOUCATIONAL TMPROVEMENT, WE MUST
SET HIGH EXPECTATIONS FOR ALL OUR CHILOREN., MUST ASSIST THEM IN
MEETING THOSE EXPECTAYIONS, ANO MUST REWARO STUOENTS, TEACHERS. ANO
SCHOOLS FOR EXCELLENCE ANO ACAOEMIC SUCCESS. WHEN I RELEASEO THE
1989 STATE EOUCATION PERFORMANCE CHART ON MAY 3 OF THIS YEAR. I
CHALLENGEO Trz 50 STATES. INOIVIOUAL SCHOOL OISTRICTS. ANO THE
NATION'S PARENTS TO ESTABLISH EOUCATIONAL IMPROVEMENT GOALS TO
ACCELERATE THE PACE OF REFORM.
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THIS WORK HAS REEN GIVEN A BIG BOOST BY THE PRESIOEMY'S HISTORIC
CHARLOTTESVILLE SUMMIT WITH THE GOVERNORS. WORK IS NOW UNDERWAY aY
THE GOVERNORS, THE WHITE HOUSE. ANO EOUCATIONAL LEAOERS NATIONWIOE
TO OEVELOP NATIONAL PERFORYANCE GOALS IN RESPONSE 70 THE EOUCATION
SUMMIT, THE DEPARTMENT WILL ASSIST THIS PROCESS. WORKING CLOSELY
WITH OTHER AOMIHISTRATION ANO STATE OFFICIALS ANO PROVIOING OUR
RESOURCES ANO EXPERTISE IN OEVELOPING MEANINGFUL. PRACTICAL
ACHIEVEMENT GOALS. IN AOOTTION TO ESTABLISHIHG GOALS, WE MUST ALSO
BE SURE TO REWARO THE SUCCESSES OF THOSE WHO ACHIEVE THE GOALS THAT
WE SET FORTH.

I AM PROUO TO SUPPORT THE PRESIOENT'S EOUCATIONAL EXCELLENCE
ACT, WHICH INCLUOES REWAROS FOR INNOVATIOM AMD ACHIEVEMEHT BY
SCHOOLS, TEACHERS, ANO INOIVIOUAL STUOENTS. INSTITUTIONS AS WELL AS
INOIVIOUALS 00 INOEEO RESFONO TO CHANGE. ANO WHAT WE NETO MOST IS TO
FINO AOEQUATE, EFFECTIVE INCENTIVES TO ENCOURAGE THAT CHANGE. THERE
IS NO ONE "MAGIC BULLET" THAT WILL SOLVE ALL OUR EOUCATIONAL
WOES--BUT A SERIES OF CAREFULLY THOUGHT-OUT EOUCATION REFORMS TO
RESTRUCTURE OUR EOUCATIONAL SYSTEM AT ALL LEVELS IS SORELY NEEOEO.

J0OEAS SUCH AS SCHOOL-BASZO MANAGEMENT, MERIT PAY. ENHANCEO
SUPPORT FOR MAGNET SCHOOLS, MERIT SCHOOLS., AHO A HOST OF OTHER
REFORMS THAT ARE BEING TRIEO RIGHT NOW IN MANY OF OUR STATES ANO
COMMUNITIES HOLO THE KEY TO UNSHACKLING THE PRESENT SYSTEM FROM MANY
OF THE RESTRAINTS THAT IMPEOE OUR ABILITY TO OBTAIN BETTER RESULTS.

. ERIC
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ANO AT THE HEART Of RESTRUCTURING LIES THE PRINCIPLE gF EMPOWERING
PARENTS, TEACHERS, PRINCIPALS, ANO SCHOOL OISTRICTS TO OECIOE WHAT'S
BEST FOR THEM ANO FOR THEIR STUOENTS ANO WHAT IS TRULY EFFECTIVE
WHEN IT COMES TO IMPROVING CLASSROOM PERFORMANCE.

Now. #R. CHAIRMAN, I KNOW THAT YOU AND I MAY NOT NECESSARILY
ENTIRELY AGREE ON THE ISSUE OF RESOURCES, BUT I WOULO BE REMISS IF I
DID NOT AT LEAST TOUCH ON THIS ISSUE. YOU PROBABLY KNOW THE FIGURES
AS WELL AS I 00. THE FEOERAL BUOGET FOR EOUCATION IS APPROXIMATELY
$24 BILLION ANO CONSTITUTES BETWEEN § ANO 7 PERCENT OF SPENOING ON
EDUCATION IN AMERICA. BUT WHEN YOU LOOK AT THE AGGREGATE FIGURES
ANO RECOUNIZE THAT WE WILL SPENO SOME $353 BILLION ON EOUCATION THIS
SCHOOL YEAR AT ALL LEVELS--FEOERAL, STATE ANO LOCAL—-I THINK THE
HOST IMPORTANT QUESTION THAT FACES ALL OF US IS ACCOUNTABILITY:

WHAT ARE WE GETTING FOR THOSE OOLLARS? FOR PUBLIC ELEMENTARY ANO
SECONOARY SCHOGLS ALONE, WE WILL SPENO OVER $195 BILLION IN

1989-30. THIS COUNTRY SPENOS MORE ON EQUCATION IN THE AGGREGATE ANO
AS A PERCENTAGE OF OUR GROSS NATIONAL PROOUCT THAN IT 0OES ON
OEFENSE. WE SPENO MORE ON EOUCATION THAN ANY OTHER COUNTRY IN THE
WORLO, ANO WE SPEMO MORE PER STUOENT THAN ALL BUT THREE COUNTRIES IN
THE WORLD. WHEN OUR COMMITMENT OF RESOURCES IS SO HIGH. wHY CAN'T
WE EXPECT OUR STUOENTS' PERFORMANCE TO BE EQUALLY HIGH? QUITE
FRANKLY, MR. CHAIRMAN, WE AREN'T GETTING WHAT WE'RE PAYING FOR.
THIS FUNDAMENTAL FACT POINTS US IN THE OIRECTION OF FINOING WAYS TO
RESTRUCTURE WHAT WE ARE OOING IN EOUCATION, TO REOEPLOY THOSE
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RESOURCES IN A FASHION THAT HELPS ACHIEVE BETTER PERFORMANCE.

TO CITE JUST ONE OF THE HUNDREDS OF ALARMING EXAMPLES. A RECENT
INTERNATIONAL STUDY ON GEOCRAPHIC KNOWLEDGE BY THE NATIONAL
GEOGRAPHIC SOCIETY INDICATES THAT ONE OUT OF SEVEN AMERICAN ADULTS
CANNOT LOCATE THE UNITED STATES ON A GLOBE. Now I ASK YOU. IF THIS
1S INDEED THE CASE. THEN AREN'T WE IN SORRY SHAPE? /AND IF THIS
REMAINS TRUE FOR THE NEXT GENERATION, THEN WON'T MANY OF OUR
CHILDREN BE LITERALLY LOST IN THE MODERN WORLD? IF WE WANT T%
CHANGE THE WAY THINGS ARE IN AMERICAN EDUCATION. THEN WE NEED TO
CHANGE THE WAY WE DO THINGS--THROUGH REFORM AND RESTRUCTURING.

THE EDUCATION SUMMIT IN CHARLOTTESVILLE REFLECTED A REMARKABLE
CONSENSUS AMONG THE PRESIDENT, HIS CABINET, AND THE GOVERNORS THAT
RESTRUCTURING WAS ABSOLUTELY ESSENTIAL. I HOPE. MR. CHAIRMAN. THAT
WE CAN COUNT ON THIS COMMITTEE., AND YOUR LEADERSHIP, TO FURTHER WHAT
I WOULD CHARACTERIZE AS A NATIONWIDE CONSENSUS ON THIS ISSUE. THE
JOINT STATEMENT ISSUED AT THE COHCLUSION OF THE SUMMIT. WAS THE
BEGINNING OF A FRAMEWORK FOR THE TYPE OF REFORM AND
RESTRUCTURING-—-INCLUDING THE ESTABLISHMENT OF A PROCESS FOR
DEVELOPING NATIONAL GOALS--~THAT IS VITAL TO THIS COUNTRY. LET US
CONSIDER SOME OF THE KEY ASPECTS OF THAT FRAMEWORK THAT WERE
CONSIDERED IN CHARLOTTESVILLE. THEY FALL INTO FOUR GENERAL
CATEGORIES:

El{[{c ‘ '.‘ 9 .

R A e providea by enic

PN




5

-8-

FIRST, OUR CHILOREN MUST ARRIVE AT SCHOOL REAOY TO BEGIN THEIR
EOUCATION. THIS RAISES ISSUES THAT INCLUOE NOT ONLY EOUCATiON gUT
ALSO HEALTH ANO NUTRITION CONCERNS AS WELL.

SECONO. THERE WAS CONCERN FOR WHAT HAPPENS IN THE CLASSROOM: 00
WE HAVE AN AOEQUATE SUPPLY OF WELL-TRAINEO, WELL-QUALIFIEQ
TEACHERS? IS THE SCHOOL ENVIRONMENT FREE OF ORUGS ANO VIOLENCE ANO
OTHER OISCIPLINARY PROBLEMS THAT SERIOUSLY IMPEOE LEARNING? ARE
PARENTS SUFFICIENTLY INVOLVEO WITH THEIR CHILOREN'S LEARNING ANO
WITH THEIR CHILOREN'S TEACHERS?

THIRO., I THINK IT IS FAIR TO SAY THAT THERE IS A CONCERN FOR
WHAT I WOULO CALL THE CONSUMER-ORIENTEO ASPECT OF EOUCATION. IF you
LOOK AT EOUCATION AS AN INVESTMENT OF HUMAN AS WELL AS FINANCIAL
CAPITAL, THEN IT IS APPROPRIATE TO ASK ABOUT THE RETURN ON THAT
INVESTMENT. IF THE EOUCATION PROOUCEO AT THE ELEMENTARY ANO
SECONOARY LEVEL IS OF POOR QUALITY, THEN THOSE WHO DEPENO ON THAT
SYSTEM--OUR BUSINESSES, OUR INOUSTRIES, OUR GOVERNMENT, ANO oup
HIGHER EOUCATION INSTITUTIONS--MAY BECOME INFERIOR. THUS. WE MUST
BE CONCERNEO WITH THE QUALITY OF EOUCATION AT ALL LEVELS, INCLUOING
POSTSECONDARY EOUCATION. AND WE MUST WORK TO ENSURE THAT ALL ov
AMERICA'S CHILOREN HAVE ACCESS TO HIGH QUALITY ELEMENTARY,
SECONOARY, ANO POSTSECONOARY EOUCATION
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FOURTH. ANO FINALLY, THE SUMMIT FOCUSE0O ON THE ISSUE OF
INFORMATION ANO MEASUREMEMT. WE NEEO TO FINO OUT HOW WELL OUR
STUOENTS ARE OOING., WHETHER WE ARE MAKING PROGRESS IN REDUCING
OROPOUTS, ANO WHETHER WE ARE MOVING AHEAO TO REDUCE THE INTOLERABLE
LEVEL OF ILLITERACY IN THIS COUNTRY.

It OUR RESTRUCTURING ANO REFORM EFFORTS, AS WE SET HIGH
EXPECTATIONS FOR ALL CHILOREN, WE MUST AT THE SAME TIME PROVIOE THE
NECESSARY RESOURCES TC ASSIST OISAOVANTAGEO STUOENTS. IT IS JUST AS
WRONG TO SET HIGH GOALS ANO THEN LEAVE THOSE WHO NEEO EXTRA
ASSISTANCE UNAIOEO AS IT IS TO ASSUME THEY ARE INCAPABLE OF HIGH
ACHIEVEMENT BY REFUSING TO SET GOALS IN THE FIRST PLACE. THAT IS
WHY THE DEPARTMENT HAS PROPOSEO INCREASING THE CHAPTER 1 BUOGET BY
OVER $151 MILLION. ANO INCREZASING BY OVER 50 PERCENT THE AMOUNT
BUOGETEO FOR CHAPTER 1 CONCENTRATION GRANTS, WHICH GO TO SCHOOLS ANO
OISTRICTS WITH THE HIGHEST PROPORTION OF OISAOVANTAGEO STUOENTS.
OTHER AREAS OF INCREASE INCLUOE BILINGUAL EOUCATION. HISTORICALLY

BLACK COLLEGES ANO UNIVERSITIES., SERVICES TO INOIAN CHILOREN ANO
AOULTS, AOULT LITERACY, EOUCATION OF HANOICAPPEO CHILOREN. STUDENT
AI0, ANO SCHOOL REFORM. I AM PARTICULARLY TROUBLEO BY THE STATE OF
EOUCATION AMONG NATIVE AMERICANS ANO HAVE RECENTLY ANNOUNCEO A MAJOR
INITIATIVE TO AOORESS THEIR NEEOS. TO BEGIN THAT ENOEAVOR. I HAVE
LAUNCHZO AN "INOIAN NATIONS AT RISK" STUOY TO ANALYZE THE PROBLEMS
THAT NATIVE AMERICANS FACE WITH EOUCATION ANO TO RECOMMENO

ERIC =21
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SOLUTIONS. MORE IMPEDIATE, I H.VE INSTRUCTED MY STAFF TO FORMULATE
A PROPOSAL FOR SUBMISSION TO CONGRESS EARLY NEXT YEAR WHICH wouLD
REMOVE UNINTENDED BARRIERS TO NATIVE AMERICAN STUDENTS'
PARTICIPATION IN A NUMBER OF PROGRAMS AOMINISTERED BY THE DEPARTMENT.

IN THE AREA OF PARENTAL INVOLVEMENT, I STRONGLY FAVOR
EDUCATIONAL CHOICE COUPLED WITH SCHOOLBASED MANAGEMENT BECAUSE IT
PROVIDES ALL FAMILIES WITH THE OPTION OTHERWISE AVAILABLE ONL> TO
THE AFFLUENT--OF SELECTING fHE SCHOOLS THEIR CHILDREN WILL ATTEND.

I BE'.IEVE THAT ALL YOUNGSTERS, NOT ONLY THOSE FROM WEALTHY FAMILIES,
SHOULD BE ABLE TO ATTEND SCHOOLS THAT MEET THEIR EDUCATIONAL NEEDS
AND FOSTER THEIR INDIVIDUAL TALENTS AND ABILITIES. IF WE ARE
SERIOUS ABOUT HELPING DISADVANTAGED FAMILIES, WE SHOULD BE SERIOUS
ABOUT PROVIDING THEM WITH MEANINGFUL CHOICES ABOGT THE KIND OF
EDUCATION THEY WANT FOR THEIR CHILDREN.

CHOICE AND SCHOOLBASED MANAGEMENT ALSO HAVE THE ADVANTAGE OF
INCREASING ACCOUNTABILITY IN EDUCATION, WHICH IS THE FOURTH AREA
TARGETED BY THE DEPARTMENT. SCHOOLS WILL HAVE TO BE MORE RESPONSIVE
TO PARENT AND COMMUNITY CONCERNS ABOUT QUALITY, SAFETY, EDUCATIONAL
APPROACH AND #0ST IMPURTANT, IMPROVED EDUCATIONAL PERFORMANCE, IF
THEY KNOW THAT FAMILIES CAN VOTE WITH THEIR FEET. LEAVING
UNACCEPTABLE SCHOOLS BEHIND. ANOTHER BENEFIT OF CHOICE IS THAT IT
PERMITS EDUCATORS GREATER FLEXIBILITY AND FREEDOM TO CREATE
DISTINCTIVE PROGRAMS THAT WILL MEET THE HEEDS OF THEIR STUDENTS.
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ACCOUNTABILITY IS CRUCIAL TO EOUCATION REFORM AT ALL LEVELS.
TOO OFTEN, THE ONLY ONES WHO STANO TO SUFFER IF EOUCATIONAL GOALS
ARE NOT MET ARE THE STUDENTS. IF WE ARE SERIOUS ABOUT REFORM, WE
MUST BE WILLING TO TAKE RESPONSIBILITY FOR ENSURING THAT
IMPROVEMENTS OCCUR. AN EQUITABLE ANO PRACTICAL SET OF REWAROS ANO
SANCTIONS WILL ENCOURAGE OISTRICTS, SCHOOLS. PRINCIPALS, TEACHERS,
ANO AOMINISTRATORS TO TAKE THE RISKS THAT ARE NEEOEO TO BRING ABOUT
LASTING IMPROVEMENMTS.

THE DEPARTMENT HAS UNOERTAKEN ITS OWN IN-HOUSE ACCOUNTABILITY
INITIATIVE, BEGINNING WITH A COMPREHENSIVE ASSESSMENT OF HOW OUR
PROGRAMS CAN BE IMPROVEO TO ENSURE ACCOUNTABILITY FOR RESULTS.
CONSISTENT WITH THE OUTCOME OF THE EOUCATION SUMMIT, WE ARE
EXPLORING WAYS TO INTROOUCE REGULATORY FLEXIBILITY INTO MANY FEOERAL
PROGRAMS IN EXCHANGE FOR STATE PLANS TO ENHANCE PERFORMANCE BY
STUOENTS. WE ARE ALSO REVIEWING WAYS THE DEPARTMENT CAN ELIMINATE.
RELAX. OR REOUCE UNNECESSARILY BUROENSOME REGULATIONS TO ALLOW LOCAL
OISTRICTS TO POOL FUNOS FROM OIFFERENT STATE ANO FEOERAL PROGRAMS
ANO USE THESE RESOURCES IN THE MOST EFFECTIVE MANNER. I MUST
EMPHASIZE THAT A. WE REVIEW OUR REGULATIONS, WE WILL BE CERTAIN THAT
WE FULLY MEET THE INTENT OF THE CONGRESS RELATIVE TO THE LEGISLATIVE
ACTS. WE ARE CURRENTLY OEVELOPING LEGISLATION TO SUPPORT
EXPERIMENTATION IN THIS AREA.
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AT THE FEOERAL LEVEL, WE HAVE BEGUN WORKING WITH OTHER
DEPARTMENTS, INCLUOING HEALTH ANO HUMAN SERVICES AND LABOR, To
BETTER CGOROINATE OUR EFFORTS TO SERVE AT-RISK CHILOREN ANO YOUTS.
WE HAVE ALL THESE PROGRAMS, MANY QUITE GOOO ANO WELL-STRUCTUREO--BUT
ALL TOGETHER WE AOMINISTER SOME 200 PROGRAMS IN THE DEPARTMENT. ANO
WHEN YOU AOO0 TO THESE THE EDUCATION PROGRAMS RUN BY THE BUREAU OF
INOIAN AFFAIRS AT INTERIOR. HEAO START AT KHS. PLUS OTHERS AT
DEFENSE. LABOR, VETERANS, NSF ANO NASA, ONE BEGINS TO SEE JUST HOW
FRACMENTEO OUR FEOERAL EFFORTS CAN BE. TO THAT ENO. THE PRESIOENT
THIS SPRING CREATEO A CABINET COUNCIL TASK FORCE ON EOUCATION ANO
NAMEO ME AS CHAIRMAN. WE ARE CURRENTLY EXPLORING WAYS TO COMBINE
OUR EXPERTISE IN THE MANY AREAS WHERE THE NEEOS OF INOIVIOUALS FALL
UNOER THE MISSION OF MORE THAN ONE DEPARTMENT, SO THAT WE CAN
PROVIOE MORE EFFECTIVE ANO EFFICIENT SERVICE TO THE PUBLIC.

ALL OF THIS IS & TREMENOOUS AGENGA--ONE THAT WILL INVOLVE THE
COHMITMEAT ANO HARO WORK OF ALL AMERICANS. MR. CHAIRMAN. IN THE
PAST WE USEO TO THINK ABOUT SOMEONE'S CAREER BEGINNING WHMEH THAT
PERSON FINISHEO SCHOOL. BUT TODAY I THINK WE WOULO ALL AGREE THAT
ONE'S CAREER ACTUALLY BEGINS WITH SCHOOL. MOREOVER, I HAVE ALSO
EMBRACED THE CONCEPT OF LIFE-LONG LEARNING AS ONE OF OUR EOUCATIONAL
GOALS. BUT 00 NOT MISUNOERCTANO WHAT I AM SAYIKG. LIFELONG
LEARNING IS NOT JUST SOMETHING THAT WE NEEO SO THAT OUR ECONOMY IS
MORE EFFICIENT AHO MORE PROOUCTIVE. WE ALSO NEEO IT $O THAT OUR
CITIZENS WILL BE ABLE TO FUNCTION AS INTELLIGENT ANO THOUGHTFUL
MEMBERS OF OUR OEMOCRATIC SOCIETY.
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IN CONCLUSION. I CALL UPON ALL OF US HERE TO DEDICATE OURSELVES
TO THE TASK OF IMPROVING THE EOUCATION OF OUR NATION'S CHILOREN. WE
MUST BE WILLING TO MAKE COURAGEOUS OECISIONS. WE MUST BE WILLING TO
WORK HARO AND LONG, WE MUST BE WILLING, IF HECESSARY, TO REALLOCATE
ANO REOEPLOY SCARCE RESOURCES, IN OROER TO MAKE EOUCATIONAL
IMPROVEMENT A REALITY. WE HAVE BEEN WILLING TO 00 THIS IN THE PAST
TO MEET OTHER CRITICAL NEEOS. THERE IS NO SINGLE NEEO FACING THE
NATION AT THIS MOMENT THAT IS MORE IMPORTANT THAN PROVIOING OUR
CHILOREN A QUALITY EOUCATION. BECAUSE OUR EDUCATION SYSTEM IS THE
FOUNOATION OF ALL OUR OTHER INSTITUTIONS. IS OUR NATION'S ECONOMIC
ANO POLITICAL SECURITY AT STAKE? I SUBMIT TO YOU THAT IS, INOEEO.
THE CHALLENGES BEFORE US ART VAST. BUT THE REWAROS FOR OUR SUCCESS
ARE INFINITE. TOGETHER WE CAN ENSURE THAT OUR CHILOREN WILL BE
PREPAREO TO FACE THE CHALLENGES OF THE FUTURE. ANO THAT THROUGH
THEIR LABOR ANO THEIR VISION OUR NATION WILL REMAIN STRONG ANO
FREE.
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The CHAIRMAN. Thank you, Mr. Secretary.

I will not comment as we promised but may I simply say I think
you have set a very high standard for the others who will be par-
ticipating in this symposium. We are indeed pleased that you have
appeared before the committee this morning in order to really ini-
tiate the program before us.

Mr. Goodling.

Mr. GoopLING. Thank you.

The CHARMAN. Thank you.

We look forward to another appearance before the committee
and the continuing dialogue that we have established.

Secretary Cavazos. Thank you, Mr. Chairman.

The AN. The next witness or next panelist is Dr. Archi-
bald Lapointe, Project Director of the National Assessment of Edu-
cational Progress.

Dr. Lapointe, we are delighted to have you appear before the
committee. As usual we want to commend you on the very excel-
lent work that you are doing in the field of assessment and look
forward to your testimony.

STATEMENT OF DR. ARCHIBALD E. LAPOINTE, PROJECT DIREC-
TOR, NATIONAL ASSESSMENT OF EDUCATIONAL PROGRESS,
NAEP, PRINCETON, NEW JERSEY

Mrl LapoINTE. Thank you very much, Mr. Chairman and Mr.
ing.

I am honored to be here especially among such distinguished
company as my colleagues who will be appearing before you. My
name is Lapointe. I am Executive Director of the Center for Assess-
ment of Educational Progress, a unit of Educational Testing Serv-
ice.

As Secretary Cavazos indicated, it is hard to imagine something
that is raore important to our country today than the education of
our children, for all the reasons that he alluded to and that will be
highlighted over and over again during these hearings. We thought
very seriously about what we niight contribute to this forum that
might be useful.

So what I am about to say is the result of some rather deep at-
tention at ETS among my colleagues in looking at the data of the
program that we know best which is the congressionally mandated
and federally funded national Assessment of Educational Progress.

With your permission I would like to enter my remarks into the
record and I will try during my oral comments just to highlight
some of the points that are made. My wife and I have six grand-
children. As a modern sensitive member of the family I am not al-
lowed to have favorites. However there is a young three year old in
Los Angeles by the name of William Joseph the III. He was named
after his father and some lesser grandparent. Spending a day in
William’s company is a rather exciting prospect. There is a lot of
noise, lots of crashes, lots of other children crying, a lot of exuber-
ance over what is learned. His sister only a couple of years older
refers to a lot of these activities as “acts of will.” T would like to
suggest, and seriously, Mr. Chairman and Mr. Goodling, that what

"G ¢




22

s?erglsi to be needed in American education today is that kind of act
01 will.

I would like to support that suggestion with some evidence from
the data of the National Assessment. Second, I would like to sug-
gest again very strongly that the data that we have accumulated at
National Assessment and other testing programs throughout the
country be used to set some goals.

Clearly, the system is in need of geals. Your committee has rec-
ognized this. The Congress has recognized it generally. The Depart-
ment of Education is talking about it.

The National Governors Association are concerning themselves
with goals. I think the information that we have accumulated can
help us shape those goals. Finally, I would like to suggest that leav-
ing the task of how to achieve those goals to our professionals, the
three million teachers and administrators who operate and manage
our Nation’s schools is probably a good idea.

Again, I am going to suggest that we have data from the Nation-
al Assessment that illustrates that point and I will share it with

you.

The first chart that I would like to refer to is the one on my left
which many of you have seen before. It represents the Nation’s
reading achievements from 1971 to 1984. We will be issuing an
update on that chart next month with some data from 1988 which
won’t materially change the look of the chart. You can see that at
three age levels it measures, nine, 13, and seven there has been im-
provement. Our youngsters read better in 1984, on average, than
they did in 1971.

Congratulations, American schools. That result is even more sig-
nificant when you consider that in 1971 about 16 percent of those
children came from what we called disadvantaged environments
and in 1984, 22 or 28 percent came from the same environments.

So they were presumably children more difficult to teach and
our schools were doing a better job.

What is distressing about that chart is of course for nine and 13
year olds in 1980 there was a plateau. We have stopped improving.
Does that mean that it is as good as it can get? Does that mean
that we have reached the epitome of what we can do?

NAEP does not provide the answers to those questions unfortu-
nately but I will share some evidence that suggests some conclu-
sions. Even more important than the fact that we have increased
at all three age levels, the dots that are connected there represent
a pretty impressive fact.

If you look at 1975’s nine year olds as a group, and there were
three million children at nine years in 1975, as a group they per-
formed better than nine year olds had previously. We caught up
with those nine year jlds when they were 13 year olds in 1980. As
a group they perforined better than 13 year olds typically per-
formed.

We caught up with that same cohort of children when they were
17 year olds four years later and they went through the roof. So
that cohort of children that started school in the early 1970’s had a
marvelous experience as far as reading is concerned.

What was happening when they entered school? Head Start was
establishing itself firmly, bilingual programs were coming on
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stream. Our country, though, I think equally as importantly, was
making a decision that every child had a right to read. It was a
decision that was broadcast widely that everyone understood. The
schools accepted it. The teachers knew that it had to happen. Con-
gress supported it responsibly and we seem to have achieved that
objective.

More irapressively, I think, a chart that provides more comfort is
the second one which shows that all of the improvement that oc-
curred during those years occurred among minority youngsters. We
have charts that also illustrate that all that improvement occurred
in the so-called disadvantaged schools as opposed to the advantaged
schools in the suburban areas. If we look at the questions that
youngsters got right we have evidence that shows that all the im-
provements occurred in the so-called basic skills.

As a Nation we said we are going back to basics. We said we are
going to focus on minimum competencies. Again signals that were
widely broadcast were completely accepted by the people who had
to make those classroom decisions.

The gaps, as you can see on that chart, that separated black and
white children in 1971 were significantly narrowed by 1984. I say
“narrowed” advisedly. They are not. closed. As a matter of fact the
most distressing piece of evidence on that chart shows that 17 year
old black and Hispanic children in 1984 are still only reading on
average as well as white 18 year old children.

That continues to improve, by the way. So the fivst point then is
that an act of will that is clearly enunciated and consistently re-
peated, our children have a right to read, we are going to empha-
size the basics, seems to produce results. Our schools can deliver.
Right now the signal that seems to be permeating the environment
is higher order thinking skills. I think that is a good thing.

I hope that it does not mean that the work of improving the
basic skills, that is clearly done, gets a back seat. The challenge
will be, can we do two things at once. The second point I would like
to suggest is that from these data and from other test data we can
shape some goals that are realistic, that are achievable.

I am going to use mathematics as an example. We released this
information about eight or nine months ago and it caused quite a
stir in the media, in the schools, among school administrators and
among mathematician experts. I will tell you what that chart
means,

It won’t be terribly clear from the visual here. On the left is the
scale that we have developed and it is a scale from zero te 500.
Zero you cannot do any mathematics and 500 you can do just about
anything. We have identified four points, level 150 which means
that you can add, subtract and multiply, and here again we said
back to basics was a priority and just about all our youngsters can
perform at that level.

The data at the right are from 1988, This chart is reproduced in
your handout so that You may iefer to that. At level 240, if we con-
sider the 13 year old children we see that 73 percent of those
youngsiers can perform at that level. Now that may seem like a
comforting number but level 250 is the equivalent of what is in the

fifth grade mathematics textbooks in the country. Thirteen year
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old children are not in the fifth grade, they are in the seventh or
eighth grade.

So 73 percent of our 13 year olds in 1986 could do the equivalent
of fifth grade mathematics. That is on average. If you break that
out by race and ethnic groups, you see it is 78 percent of the white
children and only 49 percent of the black children and 55 percent
. of the Hispanic youngsters.
E That represents a 10 percent point increase from 1981. So that
; black children went from 38 to 49 percent in that five or six year
period. If you look at the next level on the scale, moderate complex
or level 300, which is the equivalent of eighth grade mathematics
as found in our textbooks—people have varying opinions about the
quality of our textbooks but tuere are four generally used math
textbooks in the United States.

If you look at the eighth grade cortent you come up with some-
thing around level 300. If you look at the performance of our 17
year olds, you see only half of them can perform eighth grade
mathematics. That is about where it was in 1978. Again, if you :
break it out by race and ethnic group, you see 58 percent of our -
white youngsters, only 22 percent of our black youngsters, and 27
percent of our Hispanic 17 year olds can perform at that level.

Again, from 1982 there was a dramatic improvement in the black
performance. It had been 17 percent and it moved to 22 percent.

The statistic that frightened most of the American public that
most of the editorials were written on had to do with the last
number. At level 350, that is the equivalent of what we used to rec-
ognize as high school mathematics, a little algebra, gev.uetry, and
calculus, a little over 6 percent could perform at thai ievel. If there
are three million 17 year olds, it means only about 170,000 young-
sters are ready to start college, ready to start college in the math
required courses.

That is again reflected by the percentage of foreign students that
make up our Ph.D. candidates in those areas. Leaving this chart
for a minute, my recommendation is that we consider these data as
we shape goals for American education. If 6 percent of our 17 year
olds is not adequate, and the editorial writer seemed to clearly
state that it was not, would 12 percent be a target for the next
decade, would some kigger number? Would 51 percent? Should that
number at level 30% be changed to 65 percent.

Again using Gaca one could set differentiating goals for black stu-
dents and Hispanic students, maybe double the target so that even-
tually they can catch up and end up in a par situation with their
white and Hispanic colleagues.

In setting goals, I think these data can help. It is aivays useful,
however, to see what is pcssible. Again, that data can be broken
out by the performance of the top 5 percent of our children, by the
youngsters who attend the so-called advantaged schools so we can ]
see—— ’

The CHAlRMAN. Mr. Lapointe, Mr. Goodling wanted some clarifi-
cations.

Mr. GoopLING. In the reading statistics you followed the stu-
den&s. H:.;we you done the same in the math, or are these different
students?
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Mr. LAPOINTE. These are samples of the cohort. Each time we go
out we take a random sample of those three million children so it
is s(fi:atiisstically representative of the group, not the same individual
students.

Mr. GoopLing. But the same group of students?

2 INTE. That is correct.

So what is possible? One answer to the questi~n is what can our

best students do. Assume that in every group of children there are
very bright and very able children. Another answer comes from
iﬁgemational comparisons and we are doing more and more of
that.
The next chart illustrates what kind of data that can yield.
Again, I will refer to the chart that is in your handout. It might be
easier for you to follow. This is a comparative study that we did at
ETS using a scale similar to the NAEP scale. It is horizontally il-
lustrated across the top of that chart. We used a zero to 1000 scale
in this case just to differentiate it from the NAEP.

If you look at level 500, the shaded column which represents the
ability to do two-step problems. Let me give you an example of a
two-step problem: there are five students in the room ages 10, 1,
13, and 15. What is the average age? That is a sample. It is not a
terribly complicated exercise.

On the left in the column you see populations of students that
were compared. There are several Canadian provinces and four or
five couatries. American 13 year olds came in at the bottom of this
chart. Forty percent of our i3 year olds whe are in school can per-
form at that level successfully. We choose 13 year olds because in
each of the countries that we compared ourselves to, all 13 year
olds are in school so we were comparing apples and apples.

In Korea 78 percent of their 13 year olds could perform the iden-
tical exercises. But we are not like Korea. We don’t have the same
objectives or culture or the same society. We are not that different
from British Columbia however If we go there, you will see young-
sters that look like ours, schools and textbooks that look like ours.
Sixty-nine percent of their 13 year olds were able to perform at
these levels.

. Discounting all those factors I mentioned, cultural objectives, so-
cietal objectives, types of schools, our dreams for our young people,
I think using this kind of information can still help us set some
goals. So the first point was that we make an act of will, that we
decide nationally that we have some objectives to achieve.

The second point is that maybe some of this datu can help us
shape those goals in terms everyone can understand. Once we do
that, let’s let the professionals get us there. I mentioned the
achievements and illustrated them in reading. We have similar il-
lustrations of what we did in mathematics and it reflects the same
performance.

Minority youngsters improved dramatically compared to white
youngsters. All the improvement was in the basics and all of the
improvement was in the disadvar.taged environments.

We have the same kind of information for science. One of the
things NAEP does is ask children how they are taught mathemat-
ics, reading, science. We also asked their teachers. We compared
the answers of students to the answers of teachers. What we found
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in looking for the secrets, if you will, to how math and science and
reading are taught successfully is that there is no secret.

Teachers used every single approach you can imagine. The same
teacher uses linguistics, used work books, taught drill and practice
and the same is true in mathematics. The teachers had the mes-
sage the students had to learn and they did whatever they had to
do to make that happen.

I am confiden: that teachers who want increasingly to be
thought of as protessionals can make those decisions in the class-
rooms where they must be made and achieve the kind of success
that we have to.

I am also equally confident that if they need help to remedy defi-
cits, they will get back to us and let us know what that help should
be

Mr. Chairman, I would like to make one last point. That is that
the National Assessment of Educational Progress which is firmly
in place which Congress just recently reenforced, improved and ex-
panded is useful and perhaps in my judgment an ideal tool to mon-
itor the progress, toward these goals.

We are in the school every two years measuring a variety of cur-
riculum areas. I think if the goals are set and the promise to be
very shortly, we will be able to monitor progress specifically
toward those goals. Those of you who work with NAEP are anxious
to perform that service in more direct ways than these random bits
of evidence.

Finally, William Joseph the III is going to be entering school in a

year and a half. His sister will be going into the third grade at
bout that time. It would be wonderful if we could have some clear-
ly articulated gozls by then as they enter the system so that we all
know where they are headed.
I appreciate the opportunity Mr. Chairman and Congressman
Goodling. It is an honor to be here. I hope this has been helpful.
The CHAIRMAN. Dr. Lapointe, we can assure you, you have been
very helpful. We are deeply appreciative. There are many ques-
tions I am sure that we could ask you but in keeping with the
rules, we wili not. But I am confident that we will very soon be in
touch with you because I think you have challenged us and you
certainly have encouraged us to set new goals in line with the data
that you have given to us.

[The prepared statement of A.E. Lapointe follows:]
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AN ACT OF WILL
Washington, D.C., Noveaber 13, 1989
Archie E. Lspointe, Executive Director

Center for the Assessaent of Educational Progress
Educational Testing Service

My name iz Archie E. Lspointe. I ag ths Executive Director of the

Center for the Assessnent of Educational Progress at Educational Testing

Sexvice, Princeton, New Jersey. I would 1like to thank the Comzittee for the

opportunity to be here today to testify on a topic so important to all of us

and to our country.
My wife and I have 6 lovely grandchildren, one more wonderful than the

next. As a fair-minded, modern family member, I personally have no favorites.

However, there is this charning lictle 3-yesr-old who 1lives with his parents

in Los Angeles. He is named William Joseph the III after his father and some

less ioportant grandparent. A day spent {n young Will’'s cozpany {s full of

surprises, loud noises, crashes, other children ecrying, and exuberance over

things learned and accoaplished. Will gets things done! His slightly older
sister regignedly characterizes these events as "Actg of Vill."
Today, I would like to guggest that what is needed nost to improve

Azerican education is e simple act of Will, clearly and consistently

articulated. I will supply some evidence from the Nation’s Report Card that

supports the noticn that just such a clear charge, sounded some years ago by
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nacional leadership and substantially supported by Congress, has had a
measurcole, indeed dramatic, impact on what has happened during the past 20
years in America’s schools.

Second, 1 will propose that an examination of the data available from
the National Assessment of Educational Progress, the Nation's Report Card, is
a good place to start in deciding what the thrust and dimension of such an
exhortation should be. Throughout the country, the palpable frustration over
the achievement levels of our young citizens is pushing us toward bold and
rapid action. If we generate failures as a result of poorly-considsred,
hastily-installed programs it could lead to complete discouragement.

We can improve the effectiveness of the educational experiences of our
students. There is clear evidence to prove it and a respectable history to
support that confidence. What we need is a goal, and a time line for
achieving it.

Data from assessuents and from international comparisons can heip us
fashion those objectives in ways 1 will attempt to demonstrate.

Finally, 1‘d like to suggest, once the targets are set, that we leave it
o the professionals, the 3,000,000 of them who work in our elementary and
secondary schools as teachers and adainistrators, to figure out how to get us
there. Once again, there’s evidence from the data that supports this notion.
1’11 share that with you.

It vill be essential and useful to periodicelly repert back to those
charged with this responsibility, as well as to those supporting the effort,

the taxpayers, about how we’re progressing toward the target. Indeed the goal




29

should be regularly reexamined to monitor its continuing appropriateness. Ths
* already-in-place National Assessment of Educational Progress can be one of the
vays this monitoring can occur.

LR X ¥
First then, an Act of Will that ssts a clear, consistent goal.
‘ Second, shaping that goal using achievement results from assessments and
from international comparisons .

And,

once the goal is understood, and accepted, setting the high expectation that

our professional educators will get us there. If they need resources and help

to achieve the objective, we can expect to hear from them.

Finally, assessnents will help us monitor progress along the way and
permit us to recognize success when we get there.

Now, let me support my theses vith some facts. All of these data are
from the Nation’s Report Card. This 20-year-old project, congressionally
mandated, is supported by the National Center for Educatfon Statistics.
Educational Testing Servica (ETS) has been the home for the assessment since
1983 when we were awarded the first of 3 grants and contractg for its
administration.

LR
AN ACT OF WILL

My firat example will be in the field of reading. If we turn to Chart }
Ve can observe the progreas of reading achievement as reflected in the NAEP
results for the 14-year perfod, 1971 through 198%. We observe that at all
three ages measuced by NAEP, studants 9, 13, and 17 years old in our publis s

and private schools have improved on average. This achievement is probably
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National Trends in Average Reading Proficiency
for 9-, 13-, and 17-Year-Olds: 1971-1984
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mora imprassive than it seems vhan wva recogniza that {n 1971, only 16 or 17
percent of the students came from disadvantaged backgrounds, while §n 1984
that parcantage had grown to about 22 or 23,

The bad news that jumps out of thia chart is that the performance of 9.
and 13-year-ofds seems to have plateaued since 1980. We will be announcing
the results of the 1988 reading assessment on December 12.

Examining these resultz more carefully, it becomea clear that

¢ all of the growth came from improvement in the basic skills (as
opposed to the so-called higher-order skills) reflecting, 1
submit, the decisions the entire country hal accepted during

the 70'a, to go "back to basics® and to stress "minimum

compotencies,.”

¢ all of the growth came from the atudenta enrolled in
disadvantaged schools, whose improvenenta paralleled our
nationsl efforts to addvess ths real problens these childran
face.

* most of the growth comes from gains made by minority children,
This too mirrors a clear social priority during those yeara to
address the educational deficits of these groups of children,

There are similar fmprovesents visible in the displays of mathematics
and science reaults: growth in performanca in the basics, growth among
minority children as opposed to white students, and improvements in the
disadvantaged achools.

Our goals in the 70's were clear and widely-accepted. Every child would

learn, there were to be no exceptions! Tha basics cama as a first prioricy -
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all students would achieva minimum compatencies! Every teachar and avery
school adainistrator knew what was expected of her or him.

Ve knaw where ve were going. Congrass supported thesa goals with
Title 1 and Chapter 1, and our professionals took us there.

An even more interesting and compelling feature of this graph is the
progress through their educational experience of the 3 million students who
vere 9 years old in 1975. They did better in raading than the 9-year-olds of
1971, es you can see.

NAEP sampled rough]:y the same cohort of students latar when they were 13
and tested them in reading and, behold, their performance was again better
than previous cohorts of 13-year-olds. When we caught up to the same group of

students as 17-year-olds in 1984, their reading perfox again axceeded

that of previous groups of their age peers.

What wvas happening in the early 70's vhen these 3 million children were
enrolling in school? Headstart, Title 1, Bilingual programs wara all
reflacting our common agreement that every American child had a RIGHT TO READ.
Our leadership had made an Act of Will, was supporting it with congressional
action, and our educational system was following through.

Chart 11, it seems to me, offers even greater hope and still further
proof that a firm, common, willful decision can be achieved in education,\ as
regularly heppens in other segments of our socisty. For dscades, minority
children received a clearly inferior educational experience. While no one
would or could argue that the situation has been corrected conpletely, these
NAEP data show that substantial progress has been made. The gaps botween
minority performance and that of white children have narrowed dramatically,

further proof, it seems to me, that vur schools will respond to leadership.
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LHBART TT
Trends in Average Reading Proficiency for White, .
Black, and Hispanic Students -
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SHAPING THE GOAL

The satting of goals is a rather common practice throughout the country.
Most organizations in our culture do it routinely and many orgsnizations have
devaloped very sophisticsted procedures for handling s process that tends to
be reneved on .ln annual or biennial basis. As a natter of fact, the only
{nportant national endeavor that seems to have escaped thia procesas, is
learning, Thera are vell-respected hiatorical and legislated reasons for
this.

When Congress in the Stafford-Hawkins Legislation suggested that the new
National Assessment Governing Board set goals, and when the Preaident and the
governora united in summitry called for the establishmant of national goala, a
£eir amount of diacussion ensued concerning tha poasibility of deing so, and
indaad, the wisdom of proceeding to eatablish zuch targeta.

Ths £irst isaue seems Co be "can it be done?" In the sbstract, the
process seems almoat unimaginsble. Hcw can wa gather togethar tha congenzus
of 250,000,000 diverse American citizens? Since they ere paying for thia
education, and since the learning of their children is {rportant to every set
of parents, they have an agreed-upon right to dotermine what their children
will atudy 4n school. Hore importantly, groups of citizens have seta of
values that they feel should be transaitted to their children. Finally,
thoughtful aocial leaders are convinced that an important svenue for
transaitting and improving our civilization ia through the schools.

All of thess noble objectives and sacred responsibilities seex to be
saverely at odds with the notion of setting aome specific targeta sbout what
children should be able to do with spelling and with arithmetic facts. (As

with so many issues, the sbstract ia more forbidding than the concrete.)
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If ona leavas aside the avasonma task of satting goals for somathing
broadly callad "Amarican aducation® end proceads to tha identification of goma
desirsbla outcomas in mathematics, {n science, in languaga learning, in
geography, the task baconmes immediately more manageablse. An edmirable mods]
to follow is that set by tha National Council of Teachers of Mathematics,
vhich during a recant three-year effort did an outstanding job of achieving
nationvide consansus among practitionars, msthematicians, scientists, the
businass coamunity, and parencs for tha go2ls of mathamatics in Anmerica‘s
schools. The process was one of serious nagotiation and full involvement.
Thousands of peopla raad and comnentad upon multipla drafts of whst bacame tha
final document, MNeetinge were held across tha country and audiences of all
kinds and from evary social environment vere prasentad with the objectives and
the thinking a1l along the way. Finally, a aarvelous set of attractive
publications hava besn widely distributed so that avaryons is aware of tha
outcoas.

Once agreed upon, plans are now in place to {mplement the
racomuendations of these discussions and tha setting of targeta for achieving
thesa objectives.

Obviously there remain points of contention. For exanple, there ars
serious dissgreements among substs.tial subgroups of the populations
concerniug the use of calculators in classrooms, There are thoughtful
disagroenments among proponents of various courses of study in secondary schooi
satheaatics. There are lingering concerns about the need for encouraging

young women to pursue courses of study in serious mathematics, amd science,
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etc. The fact remains, however, that national goals for mathematics have
beenset, and the country has a place to turn when the question arises, "Where
are we going in mathematics?®.

One of the classic objections to the setting of goals is that once they
are set all options are precluded. We often imagine that the formalization of
these objectives will preclude the changing of the course and an irrevocable
commitment to a plan that may prove to be inappropriate in.the future.

This of course is ssldom the case, and in any thoughtful enterprise, the
process should include systematic reevaluation of the targets and monitoring
of the progress toward thez. The setting of educational goals should, in
fact, include opportunities for formally reevaluating objectives and renewing
decisions about their continuing appropriateness. One can imagine, for
example, a series of six-year goals that would be monitored every two years
through some systezatic assessment or testing procedure. At each biennial
monitoring point, not only should progress toward ths goals be evaluated, but
the question rhould be formally asked concerning the continuing
appropriateness of those goals. I suggest every two years because the
experience of the Assessment Performance Unit in Great Britain has
demonstrated that measuring progress every yesr results in a set of intervals
to frequent to manage efficiently. Also, changes in the growth patterns for
learning tend not to occur that quickly. NAEP's experience of measuring
progress every two years is probably more appropriate.

Anothar objection that needs to be addressed is the one involving the
impact on curriculum. The argumeat is that the setting of clear targets, the

imposition of specific testing instruments, and the acceptance of high.stake

goals will infl: what teachers and students spend their time doing in
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classrooms. The auawer to the objection is an unequivozal “yes, it will.” We
shouldn’t be awed by this prospect. We should {nstead consider how the
absence of such goals affects what happens in classrooas.

This objection, however, does highlight the responsibilities placed on
those involved in the setting of goals. Haking choices is alwvays a difficult
and tension-producing activity. It’s one thet most of us engage in wmost of
the timc. The choices always are made within the constraints of available
resources. In tha classroom the chief resource that has to be menaged is
student and zeacher time. There is only so much of it until tha country or
the local school district decide to expand the school day or the school year.

Decisions have to be made sbout ths relative iaportance of subject
matter and within-the-subject matter, of content and processes that are
important for students to master. It cap be successfully argued that
thoughtful debate by a broad range of f{ndividuals on these aatters would yield
more useful, enlightened conclusions than thosc currently accepted by 96,000
school board members, 16.000 school district superintendents, and 2,500,000
elementary and secondary school teachers who are asked to make individusl
choicesz about what should be taught, when it ghould be taught, and how much
time and attention should be devoted to it.

Seriouc debate and consensus decisions are bound to yield petter
curriculs than diffusad decision making by a variety of actors.

How then can we help policy makers and political lecaders set the kinds
of targets that are necessary and at the same time achievable by the end of
the next dacade?

There are two clear dimensions to the task. One is to inagine soume

ideel in vhich all cf our youngsters would be prepared and entb-siastic enough
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to accept any imaginsble challenge in a technological society and to set a
target of "excsllence.® A second approach, probably more realistic, would be
to consider current p_ezfomnce leveis and to reach concensus on some possible
levels of impro7ement. But, how can we estimate vhat is possible? One answer
that suggests itself is to identify the achievement of certain groups of
children who demonstrate superior performance in our own society -- for
exanple, the performance levels of children vho attend the besc sol.ools in the
country. The second is to lcok outsids of our country and compare our
achievement levels to those of students in other countries.

Fortunately, modern measuresent technology and existing assessment
projects make these data availadle to us. Chart III describes the matheaatics
achievement of American youngsters in 1978 and 1986. If one can imagine a 500
point scale with 0 representing no nathematics skill whatever, and 500
reflecting scme mastery level, we see reflected in this chart the percentage
of students at ages 9, 13, and 17 who can perform at 4 distinct levels.

At level 150, vhich represents what might be characterized as basic
skills in mathematics, We again see a rather satisfying level of achievexment.
Just sbout all of our youngsters at age 9 can add, subtract, and mulciply

whole nuabers with success.

12




CHART 111

/ Py
Mathematics
Skill Level AGE 1978 1986
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Lavel 230 on our scale represents the ability to solvs very sisple
problems. Another way to characterize it ig that it reflects the content of e
typical Sth grade mathesatics textbook. This chart suggests that in 1586,
only 73 percent of our 13-ysar-old youngstars (vho tend to be in gredes 7 and
8, not grade 5) can perfors Sth grade mathesatics.

The nexc level rsflscted on the chart, 300, is reflective of successful
psrformunce on modsrately complex probleas, the kind ususlly founs in e
typicsl gth grads nathesatics textbook. MAEP dats reveal that enly half of
our 17-year-olds sre successful with 8th grade matheaatica. It should be
remembered that 17-year-olds are not in the 8th grads, they are in the 11lth or
12th grads.

The £insl level. 350 cn this chart, reflects parforasnce with guccess in
vhet one can grossly describe as dary scheol heaatics, a lictle

algebre, geomatry, and calculus. At this level, in American schools, ve find
that ocnly 6 percent of our 17-yesar-olds (vho are £inishing their secondsry
school carsera) can achievs at this level. S$ix psrcent of 3,000,000 17-year-
olds is nearly 200,000 youmg pecple graduating each ysar vho are resdy to
begin univeraity prograzs in the sclences, asthematics or inm accounting.

Presentation of these results some months €30 cauzed quits s stir. Nost
Anerfcins agresd that they wvere not acceptable. As ws heer more and more talk
about improved standsrds, nov fs the time to dscide vhat would be ressonsble
to expect of our children, and what will be nceded by our busiresses and
indusery in the yssrs ahead in order to pataic us to compete successfully in
ths internationsl environzent.

Lisiting ourselves to this infcrmation, it’s not unreaslistic to imegine

that we could deciZe as s soclety, for exsaple, to doutle the porcentags of
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our 17-year-olds who can achieve at level 350. so thet by the Year 2000 12
percant of our 17-year-olés would be achieving at that level.

It =2y be equally sensible to decids that we should strive for 65
percent of our 17-year-olds to be competent at an 8$th grads level (rather than
the current 51 percent) and be gdle to solve modsrately complex probleas.
Setting realistic goals is the task befora us and thera ara groups such as the
National Governors® Association and the National Assessment Goveraning Board
thet aze seriously addressing the question.

The NAEP dsts bank includas & rich array of subsets of these ststistics.
For example, it is possibla to lcok at parcentages of ainority atudents
perforalng at asch laval, or percentages of srudents actending different kinds
of achools. Cbssrving thess mumbars changa over the past 15- to 20- year
period can help set targets for the futurs.

For axaspls, it asy ba desirabla to set accelerated tsrgets for ainority
students so that reaaining gaps can bs finally closed and all of our children
¥ill at least bs at par vhen thay address tha challenges and opportunitiea
aftar s secondary gchool graduation.

Chare IV providas additional information that agy help addresa ths goal-
setting tesk. This tabla represents data gathered by Educational Testing
Sexrvice in aix different countries concerning tha uathsaatics skilla of 13-
ysar-old students. Ths parforzanca gcala created to raflact their achievament
vas from 0 to 1000. Saveral points along this acala ara identifiad at the top
of the chare - 3C0, 400, 500, atc.

The coluan labalad 500, reflacts tha ability to solve tvo-stap probless.
Ve sea that vhile 78 percent of Koraa's 13-yesar-olds can do so. only 40

psrcent of those in tha United Ststes sre able to achieve at the sane level.
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INTERE -
Percentages Performing Al or Abov
Each Level of the Mathematics Scale. Age 13

Add :
and S'mpls Understand interpret
Subfract Problems Concepts Data
LEVEL # 300 400 600 700
Korea 100 95 40 5
Quebsc (French) 100 97 22 2
. Brltish Columbla 100 95 24 2
Quebac {(English) 100 97 20 1
New Brunswick (English) 100 95 18 1
Ontarlo (English) 99 92 16 1
Hew Brunswick (French) 100 95 12 <1
Spain 99 9 14 1
United Kingdom 98 87 18 2
Ireland 98 86 14 <1
Ontarls (Frensh) 99 g6 7 0
{nited Stafes o7 78 9 1
e 3]
 J3eeind SKNEYG erbors fbF peteehfages range from 138 Ihin 1 {6 2.4 4¥is are'sroiaed in th Uinta Appentix

s €7
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Without ccoparing our schoois to theirs, our society to theirs, or our

social objectives to theirs, this data can indeed help us imagine what can be

ERT Ty

sxpectad of 13-year-old students. Similar conparable statistics can help uz

with the setting of targets in a variety of curriculum subjects., Our modern

* world is increasingly insistent that our school achievement be measured
L "agatnst internacfonal., rather than national norms.

- N

. Interestingly, an exsaination of NAEP’s data files on student and

teachar responses concerning teaching techniques used to achieve these
H succasses raveal the comforting fact that most teachers used a wide variety of
: approsches to get the job done. Having recognized the certainty of the
targst, teachars did vhatever was required to teach all children thase basic
akills. These data reflect a truly anazing responsa to a clear and consistent
objectivet

FAEP asks students and teachers how they are taught and hew they tezch

R

: gich subject va assess. During the decade of the seventies, the sane teachers
u..nd tha moat modern techniquss along vith ths most tradftional workbook
activities to help children master the content. They did whatever it took to
accoaplish an {mportant task.

Our teachers want to be treated as professionals. We should expect thea
to behave as such, and encourage thea to identify their needs as they work
vith groups of youngsters who share certain deficits.

Willian Joseph the III will be starting first grade in a year-and.a-half
His sister will be entering the third grade. It yould be conforting to think
that bafore they proceed very far through the systen, our society would have

sgreed upon a clear Act of Will tovard some challenging but achieveable goals.
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The CHAIRMAN. Mr. Goodling.

Mr. GoopLING. Just one observation, you did not make this refer-
ence but since your reading statistics were so much better than
your math statistics, in my mind I was asking, would that have
anything to do with the fact that the elementary teacher is betier
prepared to teach reading and perhaps not so well prepared to
teach math?

Mr. LaroiNTE. That is a fair assumption.

The other point is that our society attaches a lot more impor-
tance to reading. It is inconceivanle at a cocktail party we would
brag about the fact that we don’t read too well. It is very accepta-
ble to say I am terrible at mathematics, I can’t even balance my
own checkbook.

Increasiugly, we are looking at the values society places on these
curriculum areas. Children seem to read those signals very well.

Mr. GoobLING. I have the ability to balance mine. I don’t have
the income to do it.

The CHAIRMAN. Dr. Lapointe, this is not a question, just a clarifi-
cation: on the chart on international comparisons, I assume that
the countries were selected where the 13 year olds were still in
school and for that reason some other countries were not selected
for that same reason.

So there is no attempt to be selective in the countries that you
selected in terms of a comparison based on different cultures, et
cetera. For example, Japan is not included. I assume that it is not
included for some particular reason.

Mr. LapoINTE. They opted not to join us because they have gone
through these international exercises several times and could pre-
dict the results and they were busy about other things.

You should be aware of the fact that in 1991 we will be repeating
this international comparison with 20 countries. The Soviet Union
and the People’s Republic of China as well as Taiwan will be join-
ing us, Hungary, France, Spain, Italy, Brazil. So we will have a
much broader array of countries to report on.

The CHAIRMAN. Thank you. Again we appreciate your appearing
before the committee.

Mr. LAroINTE. You are welcome sir.

The CHAIRMAN. The next witness is Mr. Owen Butler, Chairman
of the Board of the Committee on Economic Development. Mr.
Butler, I cannot begin to express the appreciation of this committee
to you and the very fine work that you are doing.

I will leave off any personal remarks because we promised not to
engage in them. Thank you very much.

STATEMENT GF OWEN B. BUTLER, CHAIRMAN OF THE BOARD,
COMMITTEE FOR ECONOMIC DEVELOPMENT, CED, WASHING-
TON, D.C.; ACCOMPANIED BY LT. DREW BROWN, USNR, FOUND-
ER AND DIRECTOR, THE AMERICAN DREAM PROGRAM

Mr. ButLer. Thank you, Mr. Chairman. You know that our
mutual admiration society is flourishing.

The CHaIRMAN. I understand you are accompanied by Lieutenant
Drew Brown, I would ask him to join you at the witness table.

a9 -
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Mr. ButLer. Thank you. Thank you, Mr. Chairman and Con-
gressman Goodling. I will wait until near the end of my remarks to
introduce Lieutenant Brown. We have committed written testimo-
ny. With your permission I would like to enter that written testi-
mony into the record and simply talk about the state of American
public education as I see it today and about the areas where I
think we need to concentrate in the decade ahead if we are to come
anywhere near close to restoring the world leadership we once had
and in the breadth of education of our population.

As you know, Mr. Chairman, I have been at this for seven and a

alf years now. I bring to it no professional education experience. I
have not been a teacher or a principal. But the Committee for Eco-
nomic Development seven years ago undertook to study the effec-
tiveness with which we were developing human resources in this
country of a conviction that business and our society perhaps had
taken its eye off the ball and focused too much on plant and equip-
ment and technology and statistics instead of human resources,

It is interesting that we should have done that because if you
had taken almost any chief executive officer aside and asked that
person individually what he or she regarded as the key to his own
company’s success, the answer would have been people. It would
not have been machines, technology or patents. It would have been
that historically we have sought out and found and brought into
the company and developed the best people.

That is our competitive edge. Yet when we looked at our societ
versus others, we talked about savings rates, investment tax cred-
its, capital spending.

The Committee for Economic Development set out to see why the
United States had apparently lost its edge versus Japan, Germany
and some other developing countries in the economic competition
and in the way we are developing our own human resources. I
think all of us as businessmen set out on that project thinking that
we would study primarily the high schools and that the answer lay
in the high schools.

We brought into our committee of about 20 corporate chairmen
and presidents people like Al Shanker, the President of the Ameri-
can Federation of teachers, Alonzo Crim, Superintendent of Schools
in Atlanta, Mike Pemtan, Donna Shelala from Hunter. And other
educators who could give breadth to our evaluation.

What we learned from three years of study on our first policy
statement and another two years on our second policy statement is
what I would like to clarify with the committee.

The first thing we learned is that there is no simple answer. I
would urge the committee as it looks to our next stepa in improv-
ing American public education that you beware of false prophets,
that you beware of those who say choice will solve all the problems
or accountability will solve all the problems or deregulation will
solve all the problems or higher teacher salaries will solve all the
problems or Head Start will solve all the problems.

None of those things standing alone will solve all the problems.
Improving the quality of our human resources development in this
country is a very, very complex issue. I{ is an jssue which we need
to address in holistic fashion and we need to address it with a tre-
mendous sense of urgency.
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No one reform will work unless the other reforms are also made.
Examgle, if we were to fully fund Head Start, which we should
have done years ago, but we put the graduates of the Head Start
Program into schools that are over-regulated, unaccountable, un-
competitive, unchallenging, unstimulating to the students, then
those students will still not get a good education.

If we reform our schools but we put into the schools 25 percent
in total, 50, 75 percent in many of our urban areas, children who
are simply not prepared at age six for a good school curriculum,
those schools won't work.

The fact we are putting youngsters into the system who are not
ready for it-will not only mean those youngsters will fail, but those
youngsters will pull down the entire effectiveness of the school.

We need to keep our eye on the fact that all of the education im-
provement programs that this country needs must be done simulta-
neously. We cannot snlve the problem by doing any one thing.

I was delighted with the education summit the President con-
vened. I was delighted with the program that the President and
the governors agreed on.

I think the concept of broader early childhood education, the es-
tablishment of national goals, the establishment of more competi-
tion and choice within our public school systems is a good program.
The fact that we have focused national attention on education is a
very exciting prospect for our Nation.

But at the same time I am excited about the summit, I am,
frankly, disappointed. Perhaps I am losing patience, but I think I
have a right to lcse patience.

The Head Start Program has been in place for 20 years. The
Cor.nittee for Economic Development over 15 years ago singled
out early childhood education as a program that worked, that
\calvould truly break the cycle for many of our disadvantaged chil-

ren.

Yet, here we sit 20 years later at a time in our history when the
President of the United States, all of our governors, the Business
Roundtable, the National Alliance of Business, the Chambers of
Commerce, the National Association of Manufacturers, the Com-
mittee for Economic Development, the National Association of
State Board of Educators, the National Council of Chief State
School Officers, and I don’t know how many others all agree that
ful] funding of the Head Start Program is an appropriate goal, that
the program has been tested, proven. There is universal agreement
it should be funded, and we sit here today funding less than 25 per-
cent.

And I think that is unconscionable. I think it is time as a Nation
that we lost patience with that kind of delay and demanded that if
all of us know now that this is one of the things we need to do, it is
time to get on with it.

As one who is now eligible for social secu.ity, I can’t help won-
dering what would happen in this Nation if we said, yes, we agree
that social security is an appropriate program and we are going to
define the levels of eligibility, but we are only going to fund 20 to
30 percent of the money that is required to make that program
available to those who are eligible. I think as a Nation we simply
must move forward on that area.
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We must simultaneously move forward on choice, on the account-
ability, on deregulation. And in the area of deregulation, I would
particularly commend bringing to this committee’s attention the
need to remove as far as possible, the burden of regulations that go
with so many of the Federal programs.

It is patently wrong, almost absurd, for example, that if a com-
puter is in a school room with Chapter 1 programming, it is my
understanding that the school is prohibited from using that equip-
ment for the benefit of children who are not in Chapter 1.

It is required that the equipment sit idle part of the time rather
than being used as broadly as it can.

Most of our programs, not just Federal, but state as well, are
burdened with more regulations than are required.

I hope that the committee will turn its attention to making the
use of those Federal funds which are provided in support of public
education as flexible as they possibly can and to encoura(iing the
most creative and most effective possible use of those funds, those
Programs and that equipment.

we moved to accountability, again, I think there are issues
the committee ought to consider. Dr. Lapointe presented some very
dramatic and convincing data on the results of the National As-
sessment of Educational Progress.

But there are some elements in that program that I think
demand the committee’s attention as we look to the future and
look to using programs like NAEP to establish accountability for
schools and students.

Example: We looked this morning at data on what 17 year olds
know. That is the way the data is generally publicized. ut, it is
my understanding that the tests are given only to 17 year olds who
are in school.

That means that a truly representative sample of our 17 year
olds which show far, far lower scores, in all likelihood than the
scores that are shown on the so-called, what 17 year olds know.

I think that sample needs to be expanded to include a represent-
ative sample of all 17 year olds because it is all 17 year olds who
make up our society.

I believe that this committee and the Congress ought to listen to
the governor’s request and expand the national assessment so that
the sample within each state is adequate to provide legitimate
state-by-state comparisons.

One of the things that works in our society is competition, There
ought to be a legitimate way for the residents of North Carolina to
see how they are doing in the'r schools, how their students are
doing versus the students in Ohio, or California, or Seattle.

There is at the present no way that a state can find a legitimate
comparison of what its students know versus what other students
in other states know. That defeats the human desire to compete
and defeats what we as a Nation could gain if the states were hon-
g?)tly ggnpeting to produce the best educated students among the

states.

The legislation, as I understand it, last year did begin to permit
Some expansion of testing within states so that we can begin to get
some comparisons. But SAT scores are not a legitimate way to com-
pare states,
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That is all we have today. We at the Committee for Economic
Development believe that the Congress ought to address the com-
plete problem of education.

It ought to pay particular attention to the education of disadvan-
taged children because this is an area where the Federal Govern-
ment has alwsays taken leadership.

In that regard we believe much more attention needs to be paid
to the way we are dealing with teen mothers. There is in this coun-
try a superb model of how to break the poverty with teen mothers
to bring those mothers back into school, to break the cycle with the
mother and with that mother’s child. This is an area which is not
beginning to receive the broad scale attention.

We should have full funding of Head Start immediately. We
_rould move on to competition, deregulation and accountability
within our schools.

But I ask the committee to hear Lieutenant Brown this morning
because there is another element that I think must be present for
them in everything we say to the public about education, and that
is we cannot educate children. We can only give children an oppor-
tunity to educate themselves.

I believe we must, whenever we talk about this issue, we must
keep reminding parents and children and ourselves that in the
final analysis the job of acquiring an education is a job for the
child and that it requires the child’s commitment and the child’s
participation.

Lieutenant Brown is what they would call a national living
treasure if we were Japanese.

Lieutenant Brown is one of those youngsters who grew up in
Harlem, who saw this as a Nation of opportunity rather than as a
Nation of oppression, who took advantage of the opportunities that
this Nation provides and proved by his own behavior that a child
who wants an education and wants to succeed in this country can
do so as a result of his or her own efforts.

Rather than spending his weekends and his evenings with his
wife and his two delightful young children, which both he and they
would like, he has spent most of his waking hours for the last two
years traveling around this country delivering that message, I be-
lieve last year, to over 800,000 children in our high schools.

That their success is in their own way and in their own hands.
He has been a tireless worker.

He speaks to our high school students in language that they
truly understand.

Following him into and out of a high school is a little bit like
following the Pidepiper. Whether we believe it or not, these kids
like “tough love.”

What Drew offers is “tough love.”

Lieutenant Brown?

The CHAIRMAN. May I just interrupt to indicate that the full
statement of Lieutenant Brown will be entered in the record fol-
lowing the statement of Mr. Butler at this point.

[The prepared statement of Owen D. Butler follows:]

4"’
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Good morning Chairman Hawkins, Representative Goodling, and other Hembers -
of the Comnittee. My name is Owen 3. Butler ana I am the retired chairman of

the Procter & Gamble Company. 1 comnend you for assembling this forum, ana I !

PR

am pleased to participate with you as chairman of the Board of Tristees of the N

I

Comnittee for Economic Development. dJoining me today is Lieutenant

et
v

Brown, a pilot with the Federal Express Company. For those of you who are'
unfasiliar with che Committee for Ecorswic Sevclopmant, CED is a national

E orgaiization of approximately 250 business leaders and two dozen university

. presiaents who combine cheir business juagment and scholarly expertise to
1dent1fy, analyze, ana propose practical solutions to the most serious economic

problem: “acing the Unitea States.

> Ani s

One of the 1ssues that has long occupied a significant place on our agenga
is eaucation and its relationship to our nation's productivity and
competitiveness. It is this concern chat brought myself and other CED
trustees together with Lt. Brown. Lt. Brown is one of those ARericans the
Presiaent likes to call "a point of light." Well, that's true, except that Lt.
Brown 5 much more than that. He is a flood of light to thousands of our

) nation's youth whose future is at risk. Lt. Brown has a mission, and his
efforts at turning-on our youth to the excitment and promise of education is

why we at CED admire his achievements. This forua's participants should listen

. ERIC
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carefully to what Lt. Brown says. CED has; and we are better for it.

Like Lt. Brown and athers, the Comaittee for Econoamic Development believes
that developing better educated, more productive citizens is the single gost
important challenge our nation faces if we are to enjoy any chance of regaining
and sustaining our national and global competitiveness. Wichout a high degree
of intelligence, imagination, and creativity, all the vast captial resources we
enjoy, the techanlogy we have at our dispesal, or the natural resources we can
harness will become virtually useless. Unfortunately, when the trustees of the
CED looked at the qualifications of our nation's recent high school graduates,
we found that very few were measuring up to today's workplace requiresents,
After several zdditional years of study, we became convinced that unless there
is a drastic icproveaent in the parformance of our nation's schools, even fewer

students would measure up to standards needed to obtain productive esployment,

Additional research revealed that those gost at-risk were the poor and
eembers of minority groups -- particularly young children between the ages of
three and four growing up in poverty. Until recently, the nation was allowed
to ignore the problems of these groups in our society because we have
been blessed with a supply of low-skiiled and manual jobs which served to
eaploy at relatively qood wages these people at the lower end of the

educational and social spectrua.

We can't afford to ignore the problem any lon¢ =, Qur economy can't

ic 6
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afford it and our society can't effora 1t. The aeaographic fact of che watter
is that our nation's econoay must provide adequate preparation for proauctive
exployaent to all segments of its work force. The low-skillea aanufacturing
jobs that existed are disappearing rapidly, and eaployzent for unskilled @anual
lagor is nowhere near the levels of past years. Yet, the largest segaent of
new entrants into tomorrow’s work force 2re the very people whose lives aepend
on obtaining low-skilled eaploycent 7Tv :2wain globally coapetitive,
jncreasingly employers are fored to rely on this fow-skilled segaent of
society, and it 15 this work force that will in large part support the growing
percertage of those in vur society who are retvired or will becoge retired. To
succesd 1n ateting these challenges, our future work force will need to be more
highly trainea, aazptable, and productive. Unhappily, if present trenas are
allowed to continue, just the reverse will occur: there will be 2n oainous ang

growing gap between our work force capabilicies and our needs.

Unless we make funaamental changes 1n the wdy we prepare our young
people, ana particularly the eaucationally oisaavantagea, for prospective
eaployment, it is my fire conviction that scaetime in the 21st century we will

cease to oe the prosperous democracy we are today.

What should be done about this? How can we ensure that the next
generztion will be better prepareo, noc only for the work furce but as

citizens, voters, and parents?

N
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The research CED undercook for its first cwo reports on eagucation ~-

Investing in Que Children in 1985 ano Children 1n Need in 1987 -- clearly

demonstrates that we cust do two things simultaneously. First, we RUST
in“ervene as early as possible in che lives of disadvantaged children in craer
to prevent failure, and we gust sustain chat intervention to keep early
successes froe being overtaken by the poverty, crie, and chaos in cheir
lives. Second, we aust restructure our public education system so that it
delivers quality education for all children and nct Just fur the privilegea

few,

It is both more humane and more cost-effective to prevent failure pefore
it Decczes an ingrained habit -- before it becozes hereditary. Every class of
dropouts costs sociecy about $240 willion in lost caxes and wages over che
course of their 1ives, Yet, every dollar spent on one year of high quality
preschool can save six by lowering the costs of later reaeoial education, teen

pregnancy, crininal behavior, and welfare dependency,

What most of our at-risk children lack is adequate parenting. Early
intervention strategies are the keys to ensuring that every child is born
healthy and receives the physical, esotional, and intellectual nureering in che
earliest years <o that he or she will arrive at school eager and aole to

learn.

In Children in Need we identified several early prevencion scrategies

G
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that are both effective and can yielo significant return on society's
investaent. They include:
o prenatal care for poor pPregnant women;
o parenting eaucation and support, for both mothers and fathers;
o health care and nutrition support for infants and children;

o quatity, developmentally appropriate child care for at-risk
infants and toddlers; ana

o quality preschool programs for three- and four-year olds.

A great deal has been said atout preschool education in the past few
years. The evigence on its benefits is solic. Cost Savings aside, Head Start
produces adults with oore self-confidence, and better academic skills, who are
more likely to further their eaucation and become productive weabers of

society.

Leag Start will celebrate its 25th anniversary in 19%0. Nevertheless, it
still receives only enough funding to serve fewer than 20 percent of all
eligicle chilaren. e should make it a prioricy to fully funo Head Starc as
soon as feasible. The requast for a 25 percent increase in funding submitted
by President Bush as part of the Excellence 1n Eoucation Act is 3 good scart --
better than we've seen in years -- tut it needs to be followed up by a wore

aggressive funding strategy within the next few years.

Can we afford to do that? Last year, I chaireo a blue-ribbon commission

on the future of public equcation In the state of Ohio. We deteramined that in

RIC
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Ohio, which is a pretcy typical state, two-tenths of a penny of sales tax,

or a two-tenths 0. one percent increase in the state incoze tax woulo provice
Head Start for every disadvantagea three- and four-year-016 in the state. Is
anypody going to tell ae we can't affora to do thac? It 15 zore accurate to

say that we can't afford not to co that!

The Presicent ana Corgress have also recognizea cthat there is a role for
the federal government in increasing access to child care. What precisely that
role shoula be is still peing devated. Obvivusly, help with child care is a
critical need for the growing nuzbers of working parents., While we do not mea..
to miniaize the neeo for good child care for ali children of working parents,
regaraless of income, we do believe that federal assistance should be targeted

to those whu need it the most -- the poor and the at-risk,

CED believes that the quality of child care is especially cricical for
at-risk infants and tuddlers. Ang when we say quality, we gean child care that
is aevelopmentally appropriate, that builas both intellectual ana social
skills, and chat pays acttention to the health and nutritienal seeds of the
child. We also believe that such quelity care necessitates well-trained,

appropriately compensatea care-givers,

Early intervention can put a chilo on the right road. The next step aust
be to iaprove the education our children -- all of our children -- receive 1n

school. The benefits to a child of a 900a start may be wipea gyt if the
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schools he attends fail to provide an effective environzent for learning.

The results of che recent Education Summic becween Presigent Bush ana che

nation's Governors was heartening. Although there were many ar2as of consensus

that emergea between the President and che nation's Governors, such as

school restructuring, actountability, deregulation, and the establishment of
national goals, one of the most important priorities was their call for early
intervention -- investing as early as possible in the educational development
of our chilaren. ¥Xe were also particularly pleasea that che President ang the

Governors are calling for greater parental involvezent.

We believe that i1c 1s more important chan ever to acc on the knowleage
that our children are our fucure. If we faii co nurture and edscate all of
our children, we will be closing the doors of opportunity to a growing nusber
of young People, and excluging thes froa the mainscrean of American life. The
cost of failure is enormous, for at stake is the survival of our free

enterprise econoay, our democratic Syscea, and che Aserican Dream icself,

* % %
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The CHAIRMAN. Lieutenant Brown, we welcome you before the
committee,

Lieutenant BRown. Thank you, sir.

Thank you, Mr. Chairman, thank Congressman Goodling. I ap-
preciate you giving me the opportunity to speak here.

I.want to start it off the same way I talk to kids. When I come
into a high school or I speak to Jjunior high school kids or college
kids, or adults, I start off like this:

I put on my sunglasses and I look them dead in the face and say
you know they got punks walking around our streets. They got
punk gangs walking around our streets called Bloods, called Crips.

They got punk gangs called Skinheads that walk around our
streets that they think they are bad. Mike Tyson, the heavy weight
champion of the world says that he is bad.

There is a singer called Michael Jackson who has the audacity to
sa}r he is bad. They are not bad.

am bad because I can fly 500 miles an hour, 50 feet rrom the
ground, and carry 28 bombs under my wings.

I have the expertise, technology and the know how not to just
tﬁkée oug téxis building, but to take out the entire neighborhood, and
that is bad.

If those punk gangs ever come bothering me with their 357 mag-
nums, their 44’s, their shotguns, if they ever bother me, I am in a
gang, too. If they bother me enough I am in a gang called the
United States Navy.

I might have to get my boys and we can come take out the City
of Washington, D.C. But do you know what makes me bad?

The only thing that makes me bad is I have a college education.
That is what makes me had.

You see, Mr. Chairman, I do that because I demand their respect
and i demand their attention, and they love it.

They want to see what bad is. It seems like the adults of this
country have contracted a disease called anemia.

it seems when we grow up, we forgot what it was like to be a kid,
to have fun and take the easy way out. I am like Peter Pan, sir.

I'have not grown up yet. I know how to talk to these kids. Statis-
ticallg, 1.2 million kids'a year they say are dropping out of school,
but that is not true. We have 1.2 million children a year dropping
out of another thing, and that is called the game of life.

They are not just dropping out of school. They are dropping out
of life. In 10 years that is not 12 million people, that is almost 30

million people who are walking around our streets that have quit.
It is not their fault.

Mr. Chairman, it is not their fault.

It is not those children’s fault. It is our fault. It is our fault that
those kids live in a society like they do.

I don’t blame them either because those kids get nothing but
mixed messages from us.

Let’s look at drugs. Marijuana is illegal in this country, isn’t it?
How come in every convenience store in this country you can buy
rolling paper?

en is the last time you seen somebody roll up a camel? It
doesn’t happen. They are mixed up.

1t is not their fault. It is our fault.
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Look at the television. Look at the music on the radio today.

We talk to our kids about teen pregnancy, AIDS, sexual diseases,
but };ou know what the number one song in this country was last
ear?

“I Want Your Sex,” by George Michael. Then we are trying to
gonipete against that on MTV, and it is not working. It is not their
ault.
: I don’t know children old enough to ﬂy 727’s full of cocaine in
- this country. It is adults. Children didn’t make money off of “I
Want Your Sex,” the record.

It was adults that made money off the advertising, the promo-
tion, who produced the record. It was adults. It was not those kids.

Violence, look at the streets of Los Angeles, the streets of Wash-
ington, D.C., New York. Everybody has Uzi’s. Well, so does Rambo.

We are the ones who showed them how to use an Uzi. We teach
them to buckle up. When Rambo gets in a car, he doesn’t buckle
up. A kid wants to be a star.

He doesn’t want to be a child. It is not their fault. It is ours.

Education. We in this country have done something terrible, we
as Americans take kindness for weakness.

I am sorry, but we have done that to our teachers. We as a coun-
try don’t respect our teachers, so why should our kids.

1t is not their fault. It is our fault. It is legal to drop out of school
now.

Those are all the problems.

But, sir I came here with more than problems. I came here with
the answers. )

I know how to change this country. It is by a very simple formu-
la. It is called “Education Plus Hard Work,” underlined, “Minus
Drugs Equals Success in the American Dream.” That is the truth.

“Education Plus Hard Work Minus Drugs Equals Success in the
Agnﬁrican Dream.” Quickly, step-by-step, I will go through them
with you.

Education. Do you know why I went to college, sir? The only
f%uon I went to college is because my Dad gave me two choices in

ife.

One was college and the other was death. I am not a fool. 1
picked college.

I had no choice about going to college. Neither should those chil-
dren. We need to make it mandatory law in this country that every
child graduate high school.

If you don’t graduate high school, you don'’t get a job.

If you don’t have GED, you don’t have a profession. If you can’t
show you are going to some school, you are not allowed in this
country, shouldn’t be able to get a license or participate in part-
time work. It is over.

Don’t give them a chance at 17, 16 and 18 years old t. make the
number one most important decision in their life, and that is to get
an education.

You know what I tell kids? If you don’t plan on going to college
and getting a four-year degree, you need to get out of high school,
too, because McDonalds needs you.

You know they laugh. But they are not laughing at me. They are
laughing at themselves,

-
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In this country you don’t need a high school diploma unless you
are going into the military or college, so why get one?

You want to change the educational system in this country? It is
easy.

Double these teachers salaries today and hold them accountable
for what they are teaching. We are lesing our best teachers. These
children grow up to not want to be teachers.

They see how our teachers are treated. Education. I know how to
stop it.

You want to stop drugs? That is easy.

Stop the demand and the supply will fall. I know a middle line-
backer, sir, from the New York Giznts, number 56, I won’t say his
name here. He makes $130,000 a week. $130,000 a week.

When he got caught with cocaine, do you know what happened
to hilm? He got a 10-day suspension. Qur children look up to these
people.

I am sorry to say that most of the responsible people in this
country, if they get caught with cocaine, they lose their careers and
jobs for life.

Some of these making $130,000 a year get a 10-day suspension.
You want to stop drugs in this country, you make sure the NFL,
NBA, major league baseball, National Hockey League, that they
are held responsible if anyone of those players gets caught with
drugs one time, they are banned from the sport for life.

The Navy did it. We stopped drug use by 90 percent. No if’s,
and’s or but’s.

You see, £'r, I am a real life role model. Michael Jordon and Mi-
chael Jackson, God bless them. They are gifted.

I am just educated and every kid in America can be just like me.
We don’t need to shew them role models who make millions of dol-
lars and get to play with the system any kind of way.

There are people who zell drugs in this country and we show
?h'?m on television. If they have enough money, they never go to
jail.

Our justice system, we want to build more jails. We don’t need
to. We need to clean up the ones we have now.

You can get more drugs in penitentiaries in this country than we
can in the streets.

If I ran the penitentiaries in this country, you would never come
back to my jail. We have men in Vietnam who lived in much worse
conditions than those people in jail.

If I ran the jails, you would be able to eat, sleep, go to the bath-
room and exercise all by yourself, Solitary confinement.

The only time you would be able to mingle with other people is
when you got an education.

Drugs are killing this country, sir. The problem is it is not get-
ting high because I get high.

Ido fet high, sir. But I get high when they shoot me from zero to
140 miles an hour in 2.3 seconds.

Boom, I am overdosing. You got to get high.

Getting high is what it is all about. Just like when you were
elected to your chair, sir, you had a feeling you couldn’t explain to
anybody but you couldn’t buy it for $10 in the street.

¥
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It is a need in this country to get high. I tell the kids if they
’ want to get high, I will be their pusher. They need to go to medical
N school, become a doctor and save somebody’s life, watch the glean
| of life through eyes.
E You both say thank you, he hands you a check for $138,000 and
: you are toasted. You have got to get high in this country, but if
. they use drugs, they are going to die.

The number one way we are going to change this country is suc-
: cess. “Education Plus Hard Work Minus Drugs Equals Success in
Lo the American Dream.”

You see, everybody sitting in this room right now, anybody in
here who is successful, anyone of you who are successful in this
country, it is not because of you that you are successful. It is be-
cause somewhere down your life somebody believed in you.

You see, they believed in you so much that all of a sudden you
started believing in yourself. When you start believing in yourself,
it is over. You will be anything you want to be.

Our children in this country don’t believe in themselves. You
saw the statistics. That doesn’t mean anything because 99 percent
of those kids that they said can’t read or can’t write, you give them
$100 and you tell them where to be at a certain time and a certain
place and put them in a bus station, they will all find that bus and
they will all be there on time.

Cur children might not know how to read or write but they still
have intelligence. We have the smartest kids in the world.

They know a high school diploma is not important in this coun-
try so why get one.

They outsmarted themselves. They don’t think they are going to
be doctors, they don’t think they are going to be lawyers, they
don’t think they are going to be Congressmen, so why try?

I have spoken to over a million and a half children in the past
two years. When I leave there, they look at me in my eyes and
they give me the greatest gift I will probably ever get.

They tell me, “Thank you. I am going to be something just be-
cause you told me I can.” I have won the Chamber of Commerce’s
Special Salute Medai. I got a medal from President Bush that was
given.

I have gotten a lot of awards. But I am going to read you my
ﬁfatest award, and I get thousands of these. This is why I do what

o.

It says: “Dear Lieutenant Brown, I am really glad that you came
to my high school because you helped some of my friends that use
drugs. Since the day that you came here they have stopped using
drugs because of what you said it would do to you.

“It really helped because my friends that night after they left
school went home and they got all their drugs out of their cars.
They went to the dumpster and threw their drugs away.

“They said they were never going to touch the stuff again be-
cause they didn’t want to kil} themselves. My cousin saw your
show on TV. He stopped using it.

“You helped change the lives of my friends. I thank you for that
terrific speech you gave because my friends act differently.

“I would like to have an autographed picture of you to hang on
my wall. Sincerely yours, Brian.’
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The way you change this country is everybody in this country
who is successful needs to get a kid and give them a little bit of
what they have taken from this country. That is to believe them-
selves. That is the only way we are going to change those kids.

If everybody does it, they are not giving. They are actually going
to get. tThey are actually going to get the greatest gift they will
ever get.

When that kid makes it one day and they look in your eyes and
with that twinkle in their eyes that child looks at you and says,
“Thank you, Doc. I have just got accepted into medical school. The
only reason I did it is because of you,” that is when we will change
these children.

There is an old saying that you can lead a horse to water but you
can’t make him drink, that is true, but I make these children
thirsty. They want discipline. )

You want to do something about this country? You need to bring
back the draft.

If they don’t want to go in the Army, Air Force, Navy, Marines
or Coast Guard, they don’t have to. They can work two years for
thlis country in the Environmental Protection Agency, in the hospi-
tals.

They need to give back something to this country that they are
going to take for the rest of their lives. When this country was
strong we had a family value system and we had mandatory serv-
ice. Why don’t we look back in history and do the same things we
did then?

They don’t need a choice. High school diplomas should be manda-
tory. No if’s, and’s or but’s.

You know that American flag there, sir? I put my life on the line
for everybody sitting in this room. I was in Libya, I was in Beirut,
and I almost died for this country.

I had those bombs under my wings and I almost died for this
country. But I didn’t almost die for no African Americans, I didn’%
almost die for no white Americans, or Asian Americans or Hispan-
ic # nericans. I almost died for three colors. They were red, white
ana blue.

This America—this is the greatest country in the world and it is
not because we live here.

This is the greatest country in the world because we have some-
thing that they just broke a wall down for. We have freedom in
this country.

You see, those children are not only free to be dropouts, drug ad-
dicts, crackheads, prostitutes, alcoholics, degenerates and crimi-
nals. In this country they are also free to be doctors, lawyers,
teachers, architects, master plumbers, Senators, Congressman and
they are also all free to be the President of the United States.

They are free in this country. But it is not their fault. It is ours.

The two last things I will tell you about is we have done a great
injustice to these kids.

You know, if there was a big hot fire in this room, a big smoking,
flaming fire and everybody started getting scared and nervous and
it started getting dark and it started getting hot and all of a
sudden a man came up to this microphone who was a white man,
very intelligent, very big in this town, but before he came up here,
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he was at the local bar for two or three hours, and when he came
up here, he was all drunk and he said, “Come on everybody, you
can follow me right now. I will run you out of this town. The exit is
right over—the exit is right over—here. Come on, you know who I
am. I will run you all out of here.”

A white man. Then a black man came in here, short, short hair,
gray, thick glasses, he happened to be cleaning up the floors out-
side, and the black gentleman came in here and he said, “The
oxygen level in this room is 20.745 meters. To the right is an exit.
If you follow me, within the next 16 seconds your survivability rate

'vlvﬁo up by 98 percent. ”

o do you think everrvlbody in this rcom will follow? They are
not following black and white.

They are following ignorance and intelligence. There is no black
and white.

We have lied to these children. Thers is only ignorance and intel-
ligence. If black and white were so im{)ortant, lind people would
be Fre'udice, handicspped children would be prejudice.

I bl,ack and white were so iravortant, those mentally retarded
children, the ones we send to the s ecial olympics, guess what?

Black and white has never croused their minds. Who in this
country is blind, handicapped and mentally retarded?

It is not those children. Adults taught them that garbage. I tell
them about prejudice and I explain the truth to them. Prejudice is
a simple thing in this countrK.

Anybody who doesn’t like themselves, anybody who really
doesn’t like themselves has the need to put somebody else down be-
cause of the way they look, act or feel.

When they put somebody else down, it makes them look better.
There is no black or white.

There is ignorance and intelligence. Those children clap. When I
talk about America, they clap.

When I talk about black and white, they clap because they want
to be free. They are just kids. And everybody in this room, when
they were babies, the only thing they wanted in their life was milk,
and they didn’t care what color it came from.

Martin Luther King died for this. John F. Kennedy was assassi-
nated for this. Mrs. Rosa Parks didn’t get off her bus for this. Sir,
you are looking at the American dream.

I was the only black Attack Navy dJet Pilot in the whole United
States Navy in the fleet at that time, one man out of 14,000 men.

It wasn’t the Navy’s fault. It was those kids fault because they
didn’t think they could be Navy jet pilots, they didn’t think they
could be doctors, they don’t think they can be lawyers.

I promise you one thing. After I speak to them, they at least
know the truth.

They know if they don’t make it in this councry, it has nothing
te do with their color.

It has something to do with their intelligence. I give them hope.
If everybody in this country pulls together like we did in Pearl
Harbor in World War II, we would beat this system because every
child has the right to get an education.

Forty-five years ago a black man in the United States Navy
could do nothing but wash dishes and shine officers shoes. Forty-
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five years ago my father joined the United States Navy, and 45
years ago a man called my daddy a nigger, and my father picked
that man up and he threw him over the side of the ship.

They were going to put my daddy in jail forever and ever and
ever, but they couldn’t because 45 years ago, sir, my daddy was
only 13 years old.

The day I got these wings which you now look upon my chest
made me the top 1 percent of the top 1 percent of this entire coun-
try. The day I got my wings I was an officer and I asked my daddy
to come see them' put them on me and he told me no because he
was so proud of his boy that he thought he would look up his story
and they wouldn’t give his son the wings of gold.

2ut that day, my daddy sent me a telegram and that telegram
said, “1 would be proud to shine your shoes.” You see, the man who
has been testifying in front of you for the past 30 minutes hasn’t
been me. .

I am too young to tell you the things I told you. That has been
my daddy. My father was the greatest man I ever knew. My father
was my best friend. You see, my daddy died.

But before my father died I sat on his bed and he gave me the
greatest gift a man or women will ever receive. He looked at me in
my eyes and he said, “Son, I am proud of you and I am ready to die
because I have got a boy like you to carry on.” That is the greatest
gift anybody will ever receive.

I tell them children that and they understand it. It is not those
childrer’s f2qlt. It is our fauit.

My father also said, “One day you are going to have another
father.” I used to hate him for that. “I am not going to have any
other father. Just you, daddy.”

But it was true. The man sitting next to me has become my
father. Everybody in this country needs somebody.

Most of these children that walk on our streets don’t have any-
bolc}y. If you don’t have anybody, you don’t really believe in your-
self.

If nobody believes in you, you don’t believe in yourself and it is
over. You see, I am a very rich man, sir.

I am a very rich man, but it has nothing to do with money be-
cause you would never see a Wells Fargo truck at my funeral. I am
a rich man because I have a beautiful wife and two beautiful chil-
dren and I have got something nobody can take away from me.

It is never too late for none of us. My mother started college
after 40 years. My dad used to tell me, “You may not get what you
want when you want it, but I promise you one thing, son. God is
never late.”

Thank you, sir.

[The statement of Lieutenant Drew Brown follows:]
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THE AMERICAN DREAM

DREW T. BROWN il
LT. USNR

Drew T.8rown, il was born in New York, NY on January 20, 1955. He is the son of Rhoda
Palestine Brown and the lale Drew "Bundini® Brown, trainer of former heavyweight champion
Muhammad Ali. He spent his formative years in Harlem, NY and Brighton Beach, Brooklyn.
Brown attended Southern University in New Orleans and received a degree in Business
Administration and Economics in 1977.

Brown entered the United States Navy in 1981 and was commissioned via Aviation Offx. er
Candidate School. During his flight training Brown flew the T-28 Trojan, T-2 Buckeye and the
A-4 Skyhawk (former Blue Angel demonstration jet). Upon earning his “Wings of Gold* he
reported to Naval Air Station Oceana, VA, where he joined the oldes! attack squadron in Naval
aviation history, Attack Squadron 35, “The Black Panthers®.

LT. Brown flew the A-6 Intruder, an ali weather attack jet bomber, during missions on two
Mediterranean deployments and cne North Allantic cruise onboard the USS Nimitz (CVN-68).

He has traveled extensively ar.und the world and 1o virtually every corner of the Uniled States.
LT. Brown is an active member of the Naval Reserves and joined Federa! Express Corporation as
apitot in June 1988.

Since Janvary (988, Brown has been spearheaded another mission - THE AMERICAN DHEAM.
Deeply comritted to this program which he developed, LT. Brown carries a simple - byt
powerful - message 10 eager audiences across the land.

More than a millon pecisr, - a cross section of students, teachers, parents, politicians and
communly leaders - have heard his message that *Education plus Hard Work minus

Drugs equals THE AMERICAN DREAM®. A simple message for a serious problem. AsLT.
Brown says,”| am successiul with the kids, because as a role mode!, what I ve achieved is
clearly attainable for them. Michael Jackson and Michael Jordan are gitted, God bless them, but
I'm not that gifted - I'm just educated - and all kids can obtain an education”.

Mos! recently, LT. Brown has been awarded the Meritorious Service Medal by the President of

the United States and the United States Chamber of Commerce Special Salute for his outstanding
leadership and deep concem for the country’s youth. LT. Brown was a nominee for the 1988
Esquire Man of the Year Award, along with thirty two other distinguished candidates.

Brown is married to the former Lautie Ann Guimon! of New Orleans who is Executive
Administrator and Program Coorginater of The American Dream. They reside in Memphis, TN
with their children Taryn Christine and Drew Jacques IV.

0SS MAIL BOX 17403  MEMPMIS TENNESSEE 33197-0403
$01-797-8580
2892 BUSINESS PARK  MEMPIIS TEMNESSEE 38118
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There are some punks in this country calied the
Bloods and the Crips. They walk around the
streets talking about how they’re bad. Mike
Tyson, the heavywelght champion of the worid,
says that he's bad. The singer Michael Jackson
has the audacity to say that he’s bad.

Guess what? Thes re not bad I'm bad. | can B
550 mides an hour. 30 feet from the ground, with
twenivwo 500-pound bombs under mv wings. |
have the technology and the kniow-how 1o take out
not just this room. but the entire hotel, { belong to
2 gang.100. 2nd M gangiscalled the United States
Navy If¢'s0s¢ punkscome bothering me with their
357s.their .44, thair shorguns, I get mv boysand
weluke them out.

We're here ara communications seminar. And
what 1 do 13 communicate. I'm balingual. | can
speak greet talkand ! zan also speak proper Eng.
lish *io, what’s up. home bor? 1 met this deaf
babe. we slid t the cnband then she was buggin™®  Drew T. Brown it
When 1sav thattothe kods. they crack up. f Isayn
tothe teachers—his you. college-educated.mrell  Founder and President,
gent people — thes sav. *What the hell s he talking
about™” A litde babv wuth a neanng deficiercy  The Amesican Dream
slipped and fcll S the enb® She uns buggin Dhd
thes have roaches- Foundation

Let me translate. Yo, Aome box Good afternoon.,
m good frend I met this deaf babe | had the
aquamtance of a ven nxce kokingvounglads, W
shd by the end We made an evurauon over 10 the
apanment And nhen ne got there, e uns bug-
gn” Upon our armval there seemed 10 be some
sort of confusion.

If we wantthese tids 1o change. then we hare to
star: speaking 1o them in their own Lainguage
Tharswhat i do

I have a simpic formulz 1o whe the problem
of educaton i Amenca: Egucanon + Hard Work
= Drugs = Successand the Amencan Dream.

Lets 1ok at the first element of the farmula
education.

EDUCATION

The kids we're talking about don't learn because
they don't think thes can win at the game called
bfe. Ther donX get high sehoot diplomas because
there are onlv two wstinutons in this country that
demars high school dipt the military and
¢ollege If you don't plan ¢ enter cither. why gria
diploma? What I tell these kids 1 that if vou don't
plan on getting a high school educauon. getoutof
high schooltoday Because \icDonald s needs vou
1f vou don't plan on geting a colieze educavon,
vou wili be bumis Thats the *ruth, and the need
1o hear it just like that

These kids have the nene o hie 1o me and
thes cantafford to guincolieze The truth s shes
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can’ afford net 1o goto college. If s hnent the

: nxtey 10300 to colioge, 1 eetl thom. thesn bust vous

butt in high schoctand get 23.8.3 9.0 4 0 grade

: potnt average. If you de that. the teachers wall
make sure you go to any coilege in this country for

- free. Thats calied a cholarship. If you ant geta
3.8, 3.9 grade point average. then go to work 1
McDorald’s at night. Wotk in Burger King. Geta
loan, get 2 grant, tke yoursel{ to colege. Because
if you dont plan oa going to college, you're not
going tomake it.

These kids have the nesrve to lie to me and say

P
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they can’t afford to go to college. The truthis,
they can’t afford not to go to coilege.

- ity &d 1 go to college? Do vou think when |
was in Harlem I used 1o think, "\Wow, Fd ke to do
something with my Life™? Like these kids, 1 just
wanted to play basketball and have fur. § went to
college beczuse 1 had 2 blessing. My parents were
divoreed, and 1 didnX grow upin 2 8rad) Bunch-
type houschold. But my father gave me two
choices. One was coficge. The other wasdeath. I'm
nota fool: | picked colege The kudstoday havethe
same choice; college or death.

+ HARD WORK
The second eiement of my formula for success i
hard work. Hard work 11 2 lost value in ths country.
Our kids watch Arnold Schwarzenegger on telev-
. sion. Everybody admires him, with his big muscles.
“ Do we ever tell them that Amold Schwarzencgger
worked for 12 yearsin a gym, i0hours aday?
All of the people in this room are successful.
. How did you get that way? The znswer is that you
all worxed hard for your siczess. Butthe kids think.
that people in 1hit room just popped in and
became CEOs and executive vice presidents and
publishers. They think that Jim Hayes masborn 2
publisher. When you point out Jim Hayes o 2
street kid, the kid s2y3, “Oh, him? He's white, he
made it. He's just a publisher” They doat realize
that Jim Hayes worked hard 1o become 3 pub-
tisher. We don teach our kxds that hard work
cssential. That is the key: hard work Anything in
hife that comes easy is not worth it. Anything
: worthwhile requires hard work. We need toteach
our kids the basics.
Do you know why Ibecarz a plot? § grewupin
Harlem, in the projecus. Do you think my dad had

100, Jet’s take a bude spin” Fma plot Secause after
- tobewhenl growup:®

have. { have 2 common sense computer 1n my
head. The streetkids have it, oo — dont underesi-
mate these kids. Like you 20d me. they wse thar
sense computer to make padg! The
, problemis, they hane garbage going in, 1o garbag
comes out. Thev have common sense. but the
have no education

16
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Aruitoxt provided by Eic:

Heres what | put into mv common swense com:
puter when 1 gt out of college: 1 want o male a
Jot of moncr. 1 dont want to work real hard. Youre
Jooking at me bke I'm cran. A Jot of money. Etde
work. A Jot of money. litde work. A Bght suddenly
ame on: Sell drugs! But then another Eght said:
Jail! Forgetit, 15aid, theyre never going o Jock up
Drew Brown. The problem with some * 2 3s that
their sense comp rk perfectly.but
they dont use them,

I went back 1o my computer. A lot sf moncy, Etdle
;ao:. A Bght flashed on. This time i said airtine

. AirF.e pot? Whats an airline pdic?
dont have airkne plots in the projecs. Pall‘\‘t:::’r
scen an airbne pdot But F'd gone to coliege. 30 §
looked it up. An airfine pilot works eight to tweive
davs 2 month and makes $173.000 2 vear. Guess
what® | wanttobe 2r 2irfine pilet.

Cude tapped me on the shoulder and said.
“Orew” “What?” *You dont know how 10 fiy” Oh,
yeah. Thao's right. Back to my computer. Dont
know how ta Ay. WWant to kearn. Simple. 3213 the
computer. foin the mlian,

Firz, 1 went to the Air Force. All those dudes
looked Bke Greyhound bus drivess. I went to the
Arm and Marines; 21l of them Jooked bike S1 Joe.
Finalh, 1 went to the Navy. White umforms. gold
wings. blve figh suits. Anchors aweight | joined
the N,

1 studied my bust off. Studied, studied. studied,
studied. Worked hard. AndaBiof 2 sudden. the day
ame. Me. Mz. Super Bad, Mr. Cool. T had my first
dav mn an zirplane. Iy was alatle propeller plane. 2
T-28. I wat 1n front, the instructor was i back.
Well, Mr. Cool gotinto that airplane. strapped up,
ther. = Hey. what're all these knobs and buttors
Sowng here? Gauges and switches? 1 doat know if 1
andothis. Mr Super Bad.

The instrucior started the plane. He uaxied 10
the runway, took off. He said, *Drew. we're flving.
Come on. now. grab the sick. Youandoit”

1 52id. “Ofav*

“Drew. wrnthe airplane.”

“Okay”

I thought I was Buck Rogers, Rying my litde
5 on my own. Three months kter:

“Yo. vou got any more knoos and buttons
arouna here*®

°Yes, we do, Drew. A jet”

“No, thats okay You keep the ict. 1T keep the
putt-putt machine”

“No, Drew, I think you can Ry ajet”

* a ke plane in the back of the house2 “Come on.  1'm: an airline pilot because someone believed in
I wenttocollege. wasstll asking. *Whatdolwant  me and now { believe in myself. |l am an zirline

Andlhatm‘\;ngm myheadthatalofyou  pilot because | never quit. That's what | teach kids.

Now, 2 jet has knobs and buttons for days. A jet
has 30 many kights in it. 1f thev al light up at one
time. sou think vou're on Whee! of Fertune. The
firkday mna gt ="No. I dont think lan dox. No.
1 dontthink Icandoit.”Six monthslater “Yo.does
this thing goam faszer=>




1 am now a0 anbne pduot §t wae hard wnh for
me to becomie an aitline pdot, but now § am one
I'm an airline pilot because someone bekaved in
meand now 1 bebeve insmyelf 1am anairhne pilos
beaause I never qut Thats what I tezch huds.

Now ket’s talk about drugs, the third stem in m
success formula.

— DRUGS

1 getkigh. I dontknow what the big dealis about
getting high. I ge_ high when they shoot me from
mglwm?.mhourhzsmsdnoﬂtbe
front end of n sircraft carrier. Boom, I'm

overdosing,

I gethigh. Itsimportant toget high. Butif thoze
k3ds use drugs to get high, ther re going 1o dic.
Why do you thiak they cllit dope, Dope? That’s
what I sk exery one of those kids. If vou want to
get kigh, become a lawver, | 53x. You sne some-
body from an injusie, they thank vou, they hand
you acheck for $36,.000, they toast vou.

You wanna get high? Become a doctor. You sne
somebody’s life. They s thank vou, vou buy 2
brand new BMY —vou are smobed.

You've gottogethigh, Tan.but if vou use druy,
wouTe going 10 die. If vou use drugs aventualh
1ou're going 10 5:0p. one Wi or 2nother. Enther
you $0p row when | tell you o s10p of you stop
whez they send you 1> jpil. O youT ay 10 your
mother, your doctor, yous rabbi, your peiest. your
Lawyer — please please, hel > me get off this sruff,

Of course, there’s another way 10 stop, 1 tell
thera. Then | ask them 10 dose their aves.

“Go checd, clise your e3es and listen. This wrll be
the lst tme youll ever Aear tus sound Thas & the
exact sound of mekes when they close 3our casket
{TEud ] You can cpen sour e You ddntdie But
the next me that sound oecis vy vour heod, you
wonliera. Youllbe on the inude and you wonl e
Looking cut.”

Kids are scared of death.

Drugs are destroving this countn. We hne to
stophedemand fordrugs Anenx nntabigse ker
inthscountry: weallknom 1. poison Wehneto
teach our children that drugy e pocson.

Ifweready wantio go to war against drugs. then
we'd beiter seart Using SOMe $CTI0US AMMUNINON.
If any of you got @ught using cocaine. you'd lose
your job. But 1£ 25135,000-2-week NFL Encbacker
gets caught with cocaine. he gets 2 10-dav suspen-
sion. § sy that i ne mant to siop drugs in this
countny. then ambody who plas professional
sports who gets caught for drugs should be
banried from the spont for hfe.

Drug dealers arent reall: bad people. They
dont want 1o sell drugs. all they want to dos make
moncy. They dont feel they can be part of corpo-
7ate America, but they can be successful selling
drugs. Lutle kids see drug dealers making a kot of
mone). Ther see them with girlfnends. bg cars.
They ges arrested but ure back on the street i an
hour What kind of message are we sending these
kids®

Do werealls wanttodopdrugs® Then I n that
ambods who gets caught seilng narcotxs in thes
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cownn shaadd go to pil for 3 minimum of e
se3n And we should male gl hell for those guse.
Theonh umetha should be ket ot of their celle i
1o excrae —by themselves —of 10 attend classes.
The onls other acunitaes, 1o be performed alone,
should be skeeping. caung, and going to the bath-
room. If we make o hell, then when these guis
FEtuT: 10 50Kty they won't want to goback.
‘thlhern! %3y o $top drugs in this country s

rough success training. Wy dontthe in
thisroomuse drugs? s bequse you bmp:ofs-fan
2 areer, seif- You Like s ves. A hand-
ful of crack dnesat balance out against that. But
some of the kids in this courtry have no self.
esteem, no fam2z, 0o cducation. Trey dont belicve
thar're going anywhere, Give them ome crach.
and its the best thing they have.

= SUCCESS & THE
ANVIERICAN DREAM

Evenboay in this room is successful because they
bebiere in themsches and their future. Somew here
<nn the line somebody has Joved you. Rut there
are kids growing upin this country without love, If
vou wanit to change that, go out and find a k3d and
ghe hum the one thing mones cant bur —lone

Show that kid what success i Show him there's
another way of Bfe.

Every person In this room has the power to
instill In a child the belief that he can be some-
Eody. Bring a kid into your high-class office,

take him into your home. One day, that kid will

come back and show you his degree from Yale

and say I made It because of you. That’s how

we're going to change these kids.

Let eveny doctor m 1his country have an inner
an kid under him These kuds don want 10 be
doctons bexause they don't know 20y doctors, dont
understand what it means 1o be 2 docror. dont
belinie that they could be doctors. Theyre wared.,
Let’s being that kdintothe operating room, ket the
kad scrubup Hand that kad 2 scalpel.

“Here. hold this. This is 2 scalpel®

.

“Yes, hold it. Look, thes 13 the kree Look at the
bgamentsin there. Give me some gaute”

Do vou know what this kid 13 doing He's help-
ing petform an operation. And on the wa home,
the surgeon says, *Wait, we'e got 10 stop at the
bank ° “For what®" “See this check? $15.000
*Whacs u for?® “For what we just did " “Wom !”

Now comes the most important pan. The kd
0¢s home with the surgzon. He sees bum arguing
withhswifeand sns, hev, mv famidv does that, 1o
He geesan the hathroom. netxces it smelle nt here
too The ko suddenls makes 2 great diconers —




the dextor's 2 regular gu. “Aanbe  can be a dex-
tor, too”

Every person in this room has the power to
insill in 2 child the bebef that he can be somebody.
Bring a kid into your high-class office, tzke him
irto your home. One dzy. that kid will come back
aad show you his degree from Yake 2nd 13y Imade
#beaausie of you. That's how we're going to change
thee kids.

Thisis America. Itis the greatest countryin the
world becxuse we are free. Inner Gty kids are free
o b & bwyers, busi engi-
£.oers, 5enators, governors or President of the
United States. 1€ they don't pursue sucoess of pros-
perity becruse the reblack, its notonly wrong. it's
a sin. People have died 50 that they may have equal
opportunity. i i

Tve put my life on the tine for every person in
this room. I was ia Libyz. and I was in Beirut.
When | was over there, 1 had twenty-two 500-
pound bombs under sy wing, and | was sared o
death. But I did not risk 1y kfe for black Ameri-
ans, white Amerians, ltian, Jewish. Getrman, or
ary other kind of Americans. | don come from
Africa | come from Amcrica Thisis my land.

There is no black or white, there & only igno-
rance andintelligence. There are only three colors
inthis country —red, white, and Hue. Ly tomake
ids believe in themsehes, 6y 1o make them patri-
otic again. They love this land. but they need
somebody 1o look up to. You are Jooking at the
American dream. Atone time | was the oalv black
Jet attack pilot in the Navy—one man out of
14.000. It wasnX the Navys fault tz was the Jods’
faule, beaauze they didn think they could be Navy
Jet piots. And some of them donY think they an
be businessmen. or doctors, or lawyers. I travel
around this country 10 let these kids know they can
succeed.

Forty-fve years ago. my daddy joined the
United States Navy. At that time, a blaca man
couldntdo snythingin the United Saates Novy but
wash dishes and shine shoes. Well, 2 man in the
Navy alled my daddy a aigger. and my daddy
threw thatman over the side of the ship. They were
going to put =y daddy in yail forever. But they
couldnt. becuse 43 vears 330 o daddy was caly
1S yeansold 3

Theday 1 got my Navy wings, | asked mydaddy
o come we them pinned on me. He said no. He
was afrad they might look up that old stocy 2nd
refuse his son the wings of goid. But be sentme 2
telegram. It said. *1'd be proud to shire yoar
shoes”

My daddy was the greatest man I've ever known.
My daddy was my motvation. He 1odd me thie |
would go 1o college and be something one day. My
daddy dwd a year and a half ago. But befors he
died, b2 pave me thegreatest gifta person an ever
receive. As | sat or. hus deathbed, he looked me in
the cyes and tokd me he was proud of me Hetold
me £ was 2 good boy and that he was ready to dse
because he had a son bke meroarry on.

Thats what life s 2l) about. My daddv 10ld me
somethung that Hinever forget. My dadds teld me

3

that one dn I'd have another father. And § hated
h:m for that because { ondy wanted him. Buton
daddy was nght. Brad Butker, the man who intro-
duced me here today, has become a father to me.
And my daddy was rightagain.

Everybody needs somebody. I've goc that snme-
body. You've got the ability to give a kid that
socnebod. too.

OxEw T. 320WN 111 tS THE FOUNDIR AND PRESISINT
OF THE AMIRICAN DREAM FOUNDATION. PREVIOULY,
HESIXVED ASAJET FILOTIN TRE US. Nav. Since
JANUARS 1963, LY SROWN HAS BROUCHT HIS INSITRA-
TIONAL PROCRAN. EXPHASIZING THE VALLLOF

EDR CATION. TO HALF A XILUION STUDENTS. TEACH-
LR, PARLNTS, POUSTICIANS, AND COMMUNITY LEADIRS
ACIOSS AMERICA.
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THE AMERICAN DREAM
DREW T. BROWN, [1]

"He is able to reach out and touch the very ones whe must be
educated and informed about this (drugs) issue. His presentation is
so well received by each audience that its impact is bound to
continue having significant effect in the months and years to come.”

. Robert E. Windom, MD, Assistant Secretary for Health

"l have had many reports from teachers indicating that youngsters
who had acknowledged that they were on the verge of dropping out
of school changed their minds as a result of Drew's presentation.”

John E. Pepper. President, Procter & Gamble Company

"His message was definitely a challenge to every student who heard
him speak. Lt Brown was straightforward, and his sincerity,
commitment and sensitivity reached not only the students, but every
adult who heard him speak.”

- Edward F. Bell. President, Ohio Bell

"Your ability to communicate and your personal! niessage of the
difference that a good education, solid training, and a desire to
achieve set a striking example. . . .strong rote of encouragement 1o
keep up the good work.”

. Bob Dole, United Siates Senate

"The message was important and needed. The delivery was
entertaining and the response has been overwhelming.  Students
have called expressing their appreciation.”

- M. Kenneth Doss. Sec. and Gen Counsel, Fieldcresi Cannon, Inc.

"His presentation, The American Dream, is without a doubt the most
dynamic, elecrifying presentation 1 have witnessed in the fight
against drugs, dropouts, and illiteracy.”

- Sallye Moore, Asst. Superintendest, Grand Prairie School District

The American Dream
P.O. Boz 17403
Mcmphis, Tennessee  35187-0403
{901) 797-6580
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The American Dream

1. Credo

Education + Hard Work - Drugs = Success and The American Dream

- 1I.  Mission

To motivate primary and secondars school students to -

. understand that an education in today's socicty is mandatory,
not optional.

. further and complete their education and be the best they can.

. avail themselves of this country’s abundant educational

and carecer opportunities,

. reach their full potential as good citizens and productive
employees, and.

. reverse the trend away from substance abuse. toward
educational attainment.

11I. Issues

. Too many of our children are surroundsd by failure and
an absence of positive role models.

. More and more. 2 post secondary cducation is necessary
for thc job demands of American industry.

. This country’s competitiveness is being croded o part by the fact
that too many people entering the workforce for the first time
are ill prepared. Inner city high school drop out rates are at 60%
and 2 high proportion of our adolescents and young adults cansot
read or funclion in math beyond the Sth grade level.

. The development and productivity of our children and young
adults are being stunted by drugs. This problem contributes
considerably to ignorance, complacency, and illiteracy, thus
reducing the number of productive workers entering our
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workforce and reducing the quality of the workforce upon
which employcrs arc becoming more rcliant.  These children
represent our future, yct many are ill-prepared for it

IV. Strategy

. To presem Li. Drew Brown's motivational message 1o
as many students as possible between now and the year
2000, when those presently in the first grade graduate
high school.

. To influence the redirection of privalte industry, govemment
and non-profit scctor resources in order to address this
cpidemic of illitcracy and drugs.

. To motivate children to avail themselves of the vast
cducational opportunities and crisis community services
around the country.

. To serve as a clearinghouse for individuals vho want
to help.

V. Goal

Establish a foundation whose purpose will be to motivate its clients to
further their cducation. reverse the drug abuse trend among primary and
secondary school students, while promoung family values. morality, and a
strong work cthic. as they bccome proud and productive cutizens of the United
States of America.
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The CHAIRMAN. Thank you, Lieutenant Brown.

Needless to say, your presentation is very refreshing. We are
deeply appreciative to you, and certainly to Warren Owen Butler
for bringing you.

We wondered a little bit what your testimony would be about.
You removed any doubt.

To both of you, we certainly benefited. We benefited from the
morning.

This has been worth the symposium itself.

Mr. Goodling?

Mr. GoopLING. Just to say that I wish we could force all the mil-
lion-dollar athletes and entertainers to sit down for an hour and
have to listen to you.

They have an awful lot of keys out there that could unlock a lot
of doors that need to be unlocked.

Unfortunately, not enough do. Those that do don'’t get the public-
ity that those who don't.

I don’t know if we can mandate that in Congress or not, but it
would certainly be a good mandate.

Thank you, Mr. Chairman.

The CHAIRMAN. Tkank you.

Mr. BurLer. Thank you, Mr. Chairman. Anytime you need me to
come back and taik to everybody, I will.

The CuairMAN. I need you in Los Angeles, Lieutenant. Both of
you, for that matter.

Lieutenant BRowN. We are available.

Mr. ButLER. We are a father and son team.

The CHAIRMAN. You will be hearing from us.

Lieutenant BRowN. Thank you.

The UnAIRMAN. Thank you.

The next panelist is Dr. Shirley M. Malcom, Head, Directorate
for Education and Human Resources Programs, the American As-
sociation for the for the Advancement of Science.

Dr. Malcom, I think I owe you an apology. I looked down on my
sheet here and saw Owen an o1 friendl.)

Obviously, I recognized his name, and I skipped one. My wife
says I need new glasses.

I think she is right.

But, we are delighted to have you and welcome to the Symposi-
um. We look forward to you testimony.

STATEMENT OF SHIRLEY MALCOM, AMERICAN ASSOCIATION
FOR THE ADVANCEMENT OF SCIENCE

Ms. MarcoM. Thank you, Mr. Chairman.

No need to apologize for skipping. I had an opportunity to hear
something that was really inspiring that I think that more of our
young people really do need to hear what really is bad out there.

Mr. Chairman, Mr. Goodling, I want to thank you for the oppor-
tunity to be present at this symposium. I am head of the Director-
ate For Education and Human Resources programs of the Ameri-
can Association for the Advancement of Science.

In that role I am responsible for and charged with .aling with
all the education and human resources efforts within the associa-

78

S e




VAR

74

tion, including programs to increase access by women, minorities,
and people with physical disabilities, programs to increase the
public understanding of science and technology as well as to im-
prove the status of the science, mathematics, and technology educa-
tion within the school.

I am here as an educator, as a scientist, but I am also here as a
parent of 9- and 1ll-year old daughters who are in the public
schools.

When the education summit was held, I was asked by the Na-
tional Governor’s Association to prepare a couple of pages of testi-
mony. At the top of these pages I put a little quote from “Alice in
Wonderland” as a way of underscoring what I considered to be the
most important issues that faced the governors and the President
at that summit. That was the need to set national goals.

The little passage that I included was from “Alice in Wonder-
land.” It was Alice’s encounter with the Cheshire Cat. Alice goes
and meets the Cheshire Cat and says, “Which road should I take?”

To which the Cheshire Cat answered, “It all depends on where
you want to go.” Alice said, “I don’t remember where I want to
go.

To which the cat answered, “If you don’t . :ow where you want
to go, any road will get you there.”

I think that is where we are right now. We have said that we
want national goals.

Dr. Lapointe has offered the possibility of the NAEP being used
to set numerical goals. But I think at some point we have to face
the issue of what are reasonable content geals.

As a parent, I guess I look at my own children and say in my
own mind, what kind of adults I do want you to be?

What do I want you to know? What do I think you will need to
know? What do I think that you will have to be? What kinds of
skills do I think you will have to have?

On Friday I had a chance to meet with the board of the National
Coalition of Title I, Chapter 1 narents. We sat and we talked about
some of these issues, about goal setting and the need for parents to
be involved in goal setting activities. We talked for a while about
what would be appropriate candidate goals.

There were things that were very straightforward. To write so
that someone else can read it and understand the issues that we
arektrying to put forward or the arguments that we are trying to
make.

To reading something that someone else has written and under-
stand what they mean as well as the implications of this. To under-
stand the place of science and technology in their lives, becoming
as we are a society and an economy that is more and more based in
science and technology. To be able to apply scientific principles to
other parts of their lives.

To be critical consumers and voters, not just to take everything
that is said at face value, but to be able to look deeply at the mean-
ing and the implications. To have comfort with technology, to be
empowered people, people who believe that they can learn any-
thing and who are willing to put forth the effort and to invest the
time in bringing that about.
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People who can learn for a lifetime because whatever job they
take, they will be asked to do something different five years after
they have it, or even five months, in all likelihood, than when they
first started.

We really have to focus on four particular issues. Goal setting,
not only numerical goals, but also content goals. Science and math-
ematics, which I think deserves special attention because of the
roles and the importance of those particular subjects within our
lives and the terribly embarrassing and poor performance of our
students in those areas.

The third issue that we must focus on is the need to bring every-
body along. I am not satisfied with the goal of 12 percent or 51 per-
cent. Everyone must come along.

The fourth issue which emerged from the summit, which we
must look at critically and carefully is the issue of restructuring,
the need for system-wide change.

Intuitively we know that restructuring and system-wide change
are needed. If we wanted any confirmation of this idea, we need
only look deeply at the respons= and the reaction to the first wave
of education reform.

The issue of a Nation at risk and the responses of the states in
raising standards were clearly needed at that time.

Standards were toc low. Children could leave our high schools
with one year of a laboratory science, two years of mathematics or
even less.

We asked little of our children, and that is exactly what they
gave us. We did not provide what we as adults knew that they
needed. The guidance.

They did not in high school have any idea about what kinds of
things they were going to need to be prcductive citizens. But as
adults, as educators we had some idez, but too often we let them
slip out without getting what they needed.

We did not provide them with the opportunity to learn. Accord-
ing to the report, the progress of reform and appraisal of state edu-
cation initiatives issued by the Center for Policy Research and Edu-
cation, at least 45 states have modified their high school gradua-
tion requirements since 1980 primarily by increasing the number
of credits and academic courses required for high school gradua-
tion, and most of this expansion took place in the areas of science
and mathematics.

We changed the expectations for the outputs of the system, but
we made very few changes of the inputs. We said, “We want you to
have more science and math,” but we did not provide the qualified
teachers who could teach kids more subjects in science and math.

We said we want you to have a laboratory course, but we did not
provide the laboratory for those students. In many of our school
districts, we provide much more money for expendables, for materi-
als in art than we do for those in science.

Now, I like art, but I also know that we cannot teach science
properly without basic equipment and materials, and we don’t even
make that kind of investment.

School systems were directed to provide so many years of expo-
sure to content, but there is very little rethinking about content,
what was important for students to know and to be able to do.
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There was very little increase to the budget to accommodate
these new students. We engaged in self-deception. We made our-
selves think that just because we had incressed the numbers of
years that we said the students had to be exposed to these content
areas that somehow they were getting something more.

We need high goals and high expectations for all students.

We need these goals to address national needs. But what goals?
Who decides? How will the stakeholders be involved?

What do our children need to know and be able to do? How will
we measure the competing goals from different sectors and inte-
grate across subjects? That is where language arts, science, mathe-
matics and social sciences come together around some problem as
they do in the real world.

Yes, Dr. Lapointe, we are going to have to do more than two
things at a time. We are going to have to do five, six, and seven
things at a time because that is the way the problems present
themselves in the real world and that is what ~ve must prepare our
children to face. The real world. And who will pay?

In science and mathematics we have recently engaged in goal-
setting activities. The National Council of Teachers of Mathematics
and the Mathematical Sciences Education Board has done this in
the mathematics and science.

AAAS project 2116 provided candidate goals in science. The title
of that project report, Science for All Americans, reflects the belief
inherent in our programs that all students must be enabled to
achieve at high levels in science and mathematics.

These goals are being translated now into frameworks, and these
frameworks will be translated into curriculum models. We will be
engaged in this activity probably over the coming decade The
models are beinf developed in the only place where they logically
can be developed:

In our school districts. In six school districts that sample and re-
flect the variety and diversity of those thousands of other districts
which must choose the direction for their reform: San Francisco
and San Diego, California; San Antonio, Texas; Philadelphia, Penn-
sylvania; four rural counties near Athens, Georgia; and McFarland,
Wisconsin, a suburb of Madison—a sampling of the rich, multi-cul-
tural, multi-racial districts as well as rural and suburban districts.
Teams of teachers and principals work with consultants from
higher education and with the support of administrators, school
boards and state officials.

We just ensure the stakes in the team’s role in reform are under-
stood and supported by local policy makers, and opinion makers
and garents who must sustain the support over the long term that
will be required.

Restructuring a system is hard work. It requires total stakehold-
ers’ investment in the process, and it takes a long time. The prob-
lems that we face are not going to go away with any kind of magic
bullets nor are they going to go away by wishing them away.

Our &Jroblem has been in the past that our reform efforts are too
timid. We want to fix a little bit over here and fix a little bit over
there, but leave things into place that people can recognize so that
they gon’t get too exercised by having things different that are pre-
sented.
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I am here to say that reform is going to have to be bold and
reform is going to have to be comprehensive. I concur with Mr.
Bulter that ail of the pieces of the system are going to have to be
fixed at one time in orde: to really make it work,

I .am not so reassured to let the professionals get us to where we
need to be, especially not in science and mathematics because the
data tell us that the professional’s feel unprepared to get us there
in science and mathematics.

When I was in college, teaching was the major of choice for my
friends who wanted to avoid mathematics. The science courses that
th%'lwere required to take were not designed for their needs.

ey were fragmented, they were too content dense, they did not
provide the big story that we have to ask that our teachers try to
provide to our children.

They did not—the teachers, teachers did not leave understand-
ing, scientific principles or how to apply them. We are going to
have to engage in a massive job of retraining. But I think that,
first of all, we are going to have to believe that those teachers can
in fact, once trained, do the job.

I believe that, but they have to have the opportunity for that re-
training. The scientific community is going to have to be engaged
more in helping to bring about this retraining and this reform.

We have a huge stake in this. We heard numbers of 176,000 stu-
dents out of 8 million that you start with who have a content base
sufficient to go into science or mathematics or engineering.

We can’t make it into the next century starting from that small
a base of students who are prepared. We have got to increase the
flow of academically prepared students sc we can have those who
can be our scientists, our mathematicians and our engineers in the
next century. And we need for them to be drawn from the talent
pool broadly that is out there.

Students who look like me, students who are minorities, students
who are female, students who may have a physical disability but
no less ability. We are going to create teachers leaders, inspire
principal support, engage parents and communities.

We have been undertaking a project for the past five years called
“Linkage” which has sought to bring community-based organiza-
tions into the picture, especially those community-based organiza-
tions that serve minority communities, where we have put them to-
gether in partnership with museums and higher education and sci-
entists and engineers in their community to try to come up with
local solutions, grassroots solutions to complete what we know the
students ought to be getting in school.

But that is not enough because we are going to have to fix the
system. We are going to have to go after the difficult task of repair-
ing the educational system which serves our children.

Several of my celleagues from Europe visited some of these out
of school, after school kinds of pr grams that have been created
over the last several decades to increase the exposure of minority
students and women students to science and mathematics.

Their response to the programs were interesting. They praised
the goals and the activities and the structure, but they noted that
they seemed to be aimed more at fixing the students to minimize
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the effects of the formal educational system: on them rather than
fixing the system.

It is time to face up to the fact that we must bring about a differ-
ent k’nd of configuration within out schools where education works
for all of our young people.

We have to face up to the fact that it is going to be a complex job
to do this. Education is a complex job. All of the parts have to be
aligned so as to reach the goals that we decided are important for
us personally, for our communities and for this country. Restruc-
turing is mearingless without goals.

It is a process. It is not an end point. It is a way of getting there,
but, getting where?

Yes, better use can be made of existing money, but we also need
venture capital that can help us to jump start a system-wide
reform. All of the stakeholders have to be involved, and we need to
start at the most difficult problem that we face.

The schools in our innercities, the schools that are suppcsed to
be educating our black, brown, red, yellow, poor, disadvartaged
children. Changing our vision of the future into reality will not be
easy, but I don’t think that we can live with the consequences of
not trying.

We already l:now a lot about how we can fix the irdividual parts
of the system. Now we have to find the will and the resources to
apply what we already know.

Thank you.

[The prepared stateme : of Shirley Malcom follows:]
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Biographical Sketch
for

Shirley X. Malcom

Shirley Malcom is currently Head of the Directorate for Education
and Human Resources Programs cf the American Association for the
Advancement of Science (AAAS), a new position to which she was
named in July 1989. The Directorate includes all AAAS programs
in education, activities for underrepresented gcoups and public
understanding of science and technology. Dr. Malcom was
previously head of the Office of Opportunities in Science, a
position she held for almest 10 years. The Office is concerned
with increasing the participation of minorities, women, and
disablea persons in science and engineering carears and with th.
impact o€ science and technoiogy on these groups. Between 1977
and 1979, Dr. Malcom served as Program Nfficer in the Science
Education Directorate of the National Science Foundation {NSF).
Prior to this, she held the rank of Asgsistant Professor of
Biology, Univarsity of North Carolina, Wilmington.

Dr. Malcom received her doctorate in ecology from the
Pennsylvania State University; master's degree in zoology from
the University of California, Los Angeles,; and bachelor': degree
with distinction in zoology from the University of Washington.

Dr. Malcom is a member of the Advisory Council of the Carnegie
Forum on Education and the Economy and served on the Carnegie
Forum's Task Force on Teaching as a Profession. She serves on
the Education Advisory Council of the Carnegie Corporation of New
York and as a member of the board of the National Center on
Education and the Economy. From 1984-1986 3he was Chair of the
National Science Foundation Committee on Equal Opportunities in
science and Technclogy. In 1987 she was appointed to the Federal
Hide Task Force on Women, Minorities and the Handi '2pped in
Science and Technclogy. Dr. Malcom has served on numerous
boards, including the <ducation advisory committee of the
National Urban League. She has been nationally recognized for
her efforts, and those of the Office, to improve the education of
minozity young people by involving community organizations and
paren:s !n education reform. 1In 1987, Dr. Malcom was recognized
as one of five honored by the National Council of MNegro Women
(NCNW)/Frito-Lay "Salute to Black Women Who Make it Happen'.
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Thank you for the opportunity to present at this symposium
sponsored by the House Committea on Bducation and Labor. I am
Shirley H. Malcom, Head of the Directorate for Education and
Human Resources Programs at the American Rusociation for the
Advancement of Science. I come to this symposium feeling hopeful
about our chances for real educational reform.

I am hopeful because I believe that we have reached a point
where we can agree on the nature of the problems in education and
on the consequences of inaction to our nation,

The President and Governors have reached an historic
milestone, emerging from the education gummit with a consensus on
the need to look at national goals.

From my own parochial perch, the needs in science and
mathematics education have emerged asg deserving of special
attention in view of our totally inadequate performance in these
areas. At a time wyhen our knowledge-baged economy and the peeds
of personal and citizen decisicn-making require high levels of
scientific and technological literacy, our students are
performing at embarrassingly low levels when compared either ywith
the performance of students in other count:.ies or with any
reaconzble expectation of what students will need to know and be
able to do to live and work the 21st century (Figures 1 and 2).

Another emerging consensus is the fact that ag inadequats ag
our system is on average, it fails gsome students even worse t.»zn
others, thus cutting off any chance they might have to be fully

productive, economically independent, e¢mpowered citizens. <The
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children of our inner cities, the poor, disadvantaged and
disabled students, and tnose in rural areas are often denied an
opportunity even to mediocre education.

And lastly, a theme seems to be resounding that marginal
change and tinkering around the edges will not give us the world-
class education system that we need and that our children
deserve. The watchword of the hour ig restructuring. ULet's turn
our atteation to fixing the system.

Intuitively we know that restructuring and system-wigde
change are needed. If we wanted any confirmation of this idea we
need only look deeply at the responses and reactions to the first
wave of educational reform.

The issuance of A Nation at Risk and the responses of the
states in raising standaras were clearly needed at the time.
Standards were too low. We asked little of our children, and
they gave v3 what we asked.

According to the report, The Progress of Reform: An

Appraisal of State Education in.tiatives issued by the Center for

Policy Research in Education, "“At least 45 states have modified
high school graduation requirements since 1989 primarily* by
increasing the number of credits and academic courses required
for high school graduation." Th- expansion of graduation
requirements took place largely in the ar.as of math and science.
In all, 35 states increased nath requirements, 30 states
increased science requirements, a2nd 25 states increased sccial

studies requirements.
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We changed the expectations for the outputs of the system,
but we made few changes of inputs. For example, the increased
requiremengs for mathematics and science simply "exacerbated the
alreaay difficult search for mathematics and science teachers,"
especially in urban areas. Further "because students who had
never taken a laboratory science course before were now required
to do so, some districts experienced a shortage of laboratory
facilities. The problem was especially acute in districts where
climbing enrollments were already causing a shortacge of
facilities.™

School systems were directed to provide 8o many years of
exposure to content; but for the most part there was no
t;thinking about what was important for students to know and
added little to the budget to accommodate the additional costs of
instruction to more students. That is, at policy levels we
engaged in self-deception, that somehow everything was better.
In the classrooms everyon.: knew that little had changed,
especially for those poor, Black, Hispanic and American Indian
students in our inner cities and in many of our rural areas who
were in need of the kind of life intervention that could only be
achieved through real educational reform.

We need high goals and higher expectations for all students.
We need these goals to address national needs. But what goals;
who decides; and how will the stakeholders be involved? what do
our children need to know and be able to do? How will we mesh

the competing goals from different sectors and integrate across
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subjects that is, where language arts, science, mathematics and

social sciences come together around some problem, as they do in

the real world. And who will pay?

In science and mathematics we have recently engaged in goal
setting activities. The National Council of Teachers of
Mathematics and Mathematical Sciences Education Board have
. articulated goals and developed standards in mathematics. AAAS
Project 2061 has provided candidate goals in 3cience. Science

for All Americans, the report of Phase I of the project, reflects

by its very title the belief inherent in AAAS programs that all
students must be enabled to achieve at high levels in science.

Translating the goals into frameworks and these into
cﬁrriCula models are activities which will engage ARAS cver the
coming years. These models are being developed in the only place
they can logically be: in six school districts that sample and
reflect the variety and diversity of those thousands of other
districts which ultimately mus:t choose the direction for their
reform -- San Francisco and San Diego, CA; San Antonio, TX;
Philadelphia, PA; four rural counties near Athens, GA; and
McFarland, WI, a suburb of Hadison. Teams of teachers and
principals work with consaltants from higher education and with
the blessing and support of administrators, school boards and
state officials. We must ensure that the stakes and the teams’
roles in reform are understocd and supported by local
policymakers, opinionmakers, business leaders, community

orsanizations and parents who must suctain the support over the
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long-term that will be required. Restructuring a system ig hard

work and requires total stakeholder investment in the process for

it to take long period of tipe.

MARIRG EDGCATION WORK FOR ALL STUDENTS

buring the fifteen years that I have been working in efforts
to increase the participation of women, minorities and people
with disabilities in science, engineering and other math-based
fields, I have seen changes hoth good and bad.
There is good news:

® We have been successful in increasing young women's
coursetaking in mathematicsg and science in high school.

& We have seen gaing in the achievement of minority students
on the National Assessmant of Education Progress in
math and science.

® We have seen similar gains in minority student performance
on the verbal and quantitative sections of the
Scholastic Aptitude Test.

® We have seen the emergence of a more enlightened viewpoint
about the need to educate people with disabilities. we
have geen the emergence of technologies which make this
more achievable,

® We saw more women enter in post-secondary education and more
women graduating in engineering and other technical fields.

® We saw gains in the number of American Indian, Black and
Higpanic students choosing careers in engineering.

® We saw leaders in thig country embrace the notion of the

-6~
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need to enlarge the talent pool for science and
engineering - not only because it is right and just but
also because it is a national economic and political

imperative.

There is also bad news:

e Young women's coursetaking in elective mathematics and

science at the highest levels still lag behind that of young
men, which is already toc low (Figure 3 and Table 1).

In spite of gains on the NAEP and SAT, Black and Hispanic
students' performance on wathematics and science tests

is far below national averages, which we have already
acknowledged as below performance levels needed for a
knowledge-based economy {(Figures 4 and 5).

There are still all too many instances where students with

disabilities are denied access to science labs, ox where

attitudes of adults around them limit the levels to which they

are even allowed to aspire.

Although the number of women entering and graduating in
engineering increased during the early 1980's, there

has been a downturn in participation over the past
several years. Researchers tell us that even the gains

we saw were deceptive; they were a product of the
increased number of young women in college rather than

a shift in interest to these fields.

We are unlikely to be able to continue the kind of growth we

have seen in minority participation in engineering,

-7=

pow)
bt




87

since ye are approaching the iimits of academically

prepared students we can pull to these fields. We must

incrqpse the flow of able minority studente fronm
elementary, middle and high school and improve the
retention in college of those we are able to attract.

While the leaders in this country have espoused an interest
and talked about the need to broaden the talent pool, there
is as yet a failure to commit to the kind of sytem-wide
reform which will be needed.

Members of the affected groups are rarely at the table in
proportion to their numerical representation in the population.
Our communities and parents are not being brought into the

discussion of solutions. Business, government and schools cannot

be expected to carry this alone, especially when there is such an

unwillingness to talk honestly either about the sgize of the

investment needed to reform or the cost to the Nation of not
reforming.

EIXING TEE SYSTEM RATHER THAN THE CHILDREN

Several of my colleagues from Europe visited some of the

out-of-school intervention programs which have been created ove.

the last several gecades to increase exposure to science and

mathematics for women anc minorities. Their regponse to the

programs was interesting. ®hile praising the goals, activities

and structure of these efforts they noted that these geemed to be

aimed at "fixing the students® s0 as to minimize the effects on

them of the formal educational system.

"Why don't you realize,"
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they asked, “"that it is the system, not the children that needs
to be fixed."

Their words still resonate in my head. It is the system,
rather than the children, that needs to be fixed. At the time
they first said this, although I accepted their assessment, I did
not believe that this was as yet a politically viable option.

The second wave of reform brings us to the point where it is
alright to talk about restructuring.

As a matter of fact, it is more than alright. It is

imperative.

ENVISIONING A DIFPERENT FUTURE

I want to share a glimpse of my vision of a restructured
system. It is the Tuesday after Labor Day 199X. The
kindergarten class of School No. 6 enters the school building
eager to learn. They are a multiracial, multicultural group of
five year olds who are bzginning a wonderful journey.

They are ready to iearn. They have all had some kind of
early education experience either in a child-centered early
education program or in a home setting where they have been
taught by a parent or primary care giver. Programs to train such
adults «e wide v available and marerials are given to the care
giver where they cannot be afforded.

Since thesge children have had regular health intercession,
no undiagnosed impairment limits their ability to learn. When an
impairment has been found in early diagnosis, treatment,
intervention and assistive technology have been provided.

-9=
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School No. 6 is ljke every other school in that a quality
education is available throughout the grades. School No. 6 is
like no.other school since the professional staff has worked
together with parents and community to configure a program that
builds on the strengths of the neighborhood, as well as the
larger area.

Technology is readily available at school and incorporated
into instruction. Technology is readily available in the
neighborhood, in 1libraries and community computer learning
centers which gerve the working class families who reside here,

Parents and community resource people are in and ocut of the
school all the time -- whenever they get a chance -- for the
school has become the center of a community whic¢h has decided tb
make education the centerpiece of its economic development
strategy, with a deep understanding that not one of their
children can be wasted.

There is a rich array of activities available to children
after school, on weekends and between seseions. fThere has been a
realization that school is only one place where children can aad
must learn. Standards are being Put into place that are
rigorous; gtudents receive an education that is demanding. All
are required to take mathematics angd science every year as well
as to achieve fluency in English and at least one other language.
Students do not find it onercus. They work hard but they have
fun, knowing that each day gpent in learning brings them to a

deeper understanding of themselves and the world around them.
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They take many field trips, undertake many projects and work
together often in groups, as do their teachers. The children
help each. other understand and recognize that in the 21st
century, in which they must live and work. working cooperatively
and solving problems together will be as important as content
knowledge. Teachers, principals and parents all work together to
support children's learning. They are willing to be held
accountable for producing empowered lifelong learners.

How did this happen? An education Congresa, an education
President, education Governors, and education state legislatures
stopped looking for simple answers -- magic bullets, if you will
-~ to systems problems. They faced up to the complexity, and set
out together to configure solutions which did not postpone reform
or worsen existing situations.

They recognized that restructuring was meaningless without
goals. They recognized that better use could be made of existing
money, but did not back away from the notion of venture capital
needed to jumpstart the system-wide reform.

They involved all the other stakeholders, turning first to
the most difficelt problems presented by the schools in our inner
cities.

Changing this vision to reality will not be easy. But we

cannot live with the consequenses of not trying. We know a great
deal about how to fix the system. Now we must find the will and

the resources to apply what we know.
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Figure 1

Twelfth Grade Scores on International Math Achievement Tests
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Figure 2

Twelfth Grade Scores on International Science Achievement Tests
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Figure 3

Percentage of College-Bound Seniors* Taking
Math and Science Courses in 1988, by Sex
: Mathematics l R Males
N Algebra N
) Gao?“gw  ——— Females
Trigonometry  e———————
Pre-Calculus
Calculus
Computer Math
Science
Ciology
Chemislry T —
. Goology/Earth Space  eE——
Physics P ——
0 20 40 60 80 100
Percantage of Students
“Sencrs Who Tock the SAT
-14.

O ‘ . r]8
ERIC '
210-386 - 90 - 4

o ¥



Trends in Average Mathematics Proficiency for -
9, 13-, and 17-Year-Olds by Race/Ethnicity: 1973-1986
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" Figure 5

Average SAT stares for collsge-Devad saciers, by ethnic group . .
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The CHAIRMAN. Thank you, Dr. Malcom.

We certainly appreciate your appearance before the committee, I
think you have given us a lot to think about. I take it you, too,
happen to be a little impatient?

Ms. MarcoM. Yes, I am, but I am also hopeful.

The CuaRMAN. Thank you.

Mr. Goodling?

Mr. GoopLING. I think Dr. Malcom supported what I was saying.
Perhaps you said it a little differently.

Pxi:)fessionals do not feel prepared to teach the science and the
math.

I particularly think that we have asked elementary teachers to
do more than we give them an opportunity to prepare for.

Ms. Mavrcom. That is right. But I think it is time now that we go
back in and provide them that opportunity to learn that they may
not have had on the front end. I don't want to see us make the mis-
take of saying, “Well, let’s bring in specialists,” and then as soon
as the money for specialists drys up, we are right back where we
started.

I'think that it is a cop-out if, in fact, we say we are not going to
attempt to train these people. These teachers here who are already
in the system, they deserve that second chance to learn this sub-
ject.

Mzr. GoobLING. Thank you.

The CHAIRMAN. Thank you, Dr. Malcom.

The committee will take a recess until 1:00 this afternoon.

We will look forward to the continuation of this symposium at
that time. 1:00 p.m., this afternoon.

The committee is in recess.

[Recess.]

The CHAIRMAN. We are not sure the notice went out at 1:30 or
1:00 p.m. However, we did indicate 1:00 o’clock. That is the time we
set with you. I think we could proceed so as not to keep you wait-
ing because it is going to go in the report anyway. It is the report
that will be disseminated. The few other people who will be here at
1:30 will not be the ones to whom we are directing the symposium.
You have at least the two most important people on the committee,
the Chairman and the ranking Republican on the committee.

We are deeply appreciative of your appearance this afternoon,
accepting our invitation. We had an excellent group of witnesses
this morning. I am confident that you and the other witnesses this
afternoon will be equally impressive. So suppose we get underway.
As we indicated, it is not our desire nor will there be an attempt to
question you as a witness. The idea is to have the different wit-
nesses present tkeir views untouched by the Members of the com-
mittee and then to use the different presentations perhaps as some
directicn for the committee to follow in the future.

That is really what it is all about, to try to understand better
just where we are and where we are headed in the future.

Without any further remarks, and certainly without attempting
to pre;judge what you may say, we are glad to have you and all the
rhetoric we could use in that connection will be in the report as an
introduction to each of the witnesses. I am sure that yeu wili
occupy a very pleasant and memorable description at that wme, so
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I will forego any further introduction that I would give at this
time.

You may proceed. Your statement in its entirety will be the one
that will be printed. Whatever you say today or what highlights or
remarks you may have will be somewhat incidental to the state-
ment. .

STATEMENT OF DR. LINDA DARLING-HAMMMOND, PROFESSOR,
TEACHER'S COLLEGE, COLUMBIA UNIVERSITY, NEW YORK,
NEW YORK

Ms. DarLing-HamMonDd. Thank you very much.

I v-ant to focus my remarks on the issue of teacher supply and
quality in American schools. There is substantial effort to reform
American elementary and secondary schools that has been
launched at state and local levels with as yet only a modest Feder-
al role since the issuance of the “Nation at Risk” report.

My studies over the course of this last 10 years suggest to me
that one of the key aspects of whether or not we will succeed in
implementing any of the reforins launched depends on whether we
have enough teachers in classrooms who know what they are
doing, who are able to meet the needs of the children to sustain
those kinds of reforms.

One of the things we are seeing is that the feeling years ago in
1983 that we had a brief window of opportunities to change Ameri-
can schools, maybe two or three years, has given way to a feeling
th}a:t i'egardless of how long it takes, we must reform American
schools.

There are a variety of reasons for this press that is continuing.
One is obviously a rapidly changing industrial base, the fact that
we are moving from a manufacturing economy to a knowledge
based economy. That means far more children must be educated
for that kind of work and that we can’t allow any failures in the
educational system.

Major demographic shifts ir. our society, a substantial growth in
the over 65 wopulation which will need to be supported by a shrink-
ing number of young people in the workforce. Sometime ago there
were 10 workers for every one person on Social Security and in the
coming decade there will be only three workers for every person on
Social Security.

Obviously, if one out of every three of them is wot a productive
member of the work force, we cannot sustain our social bargain.
More of these young workers are and will increasingly be the chil-
dren of immigrants, poor families, minorities. The educational
system has continued to underperform for these students, who, by
the end of the 1990’s, will coraprise 40 percent of the school popula-
tion and over one-third of the entering work force.

We have also seen very disappointing outcomes for the educa-
tional system generally. We continually read now about the United
States scoring near the very bottom of all industrialized countries
on interna‘ional assessments of student knowledge of math and sci-
ence.

Even when we did not like the results of some of those assess-
ments and the United States authorized use of its own tests, the
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National Assessment of Educational Progress, with other countries
and thought we had come out a little higher, we still came out at
the bottom on those assessments.

The same kinds of tests showed declines in students’ problem
solving skills and critical thinking abilities and drop-out rates
which continue to hover at 25 percent for all U.S. studeats, far
above those in other industrialized countries, reached 50 percent
for minority youth in central cities for whom unemployment rates
remain almost that high as well. Meanwhile, we know that the life
chances of students in schools that have failed grow increasingly
dim. A high school drop out in 1986 had only one chance in three
of being employed. That is half the odds of 20 years earlier.

If he was employed, he earned about half of what high school
drop out would have earned in 1973. We are at a point where we
realize that individuals who don’t succeed in school have a very
poor chance of living success. But societies that don’t succeed in
education have a very poor chance of surviving in the international
economy and political system.

More than half of the adult prison population is functionally il-
literate. Nearly 40 percent of adjudicated juvenile delinquents have
treatable learning disabilities that were not diagnosed in the
schools. In brief, there is a sense the United States cannot main-
tain its standard of living or perhavs its democratic fouadations
unless all students are better educated.

Self interest clone requires that students who have traditionally
been allowed to fail be made to succeed and become productive
workers. More must be not just minimally schooled but highly pro-
ficient and inventive.

I would agree that based on the research we have funded and we
have been successfu! over the last 15 years, that requires highly
proficient teachers. Efforts to teacher-proof the curriculum as a so-
lution to the problems of children have failed because they have
also tried to student-proof the curriculum. As the needs of our soci-
ety become more acute and the needs of students become more
pressing, the only solution is to be sure we have an adequate
supply of well qualified teachers. But at the same time that these
things have been happening, mounting ceacher shortages threaten
our efforts to improve the schools in other ways.

The problem is especially acute in math and science education,
even as we head into an era where technological know-how will be
the cornerstone of our economic growth, the number of American
~tudents receiving advanced degrees in mathematics and science is
actually declining. In most scientific and technical areas except en-
gineering, the number of college and advanced degrees granted de-
clined between 1375 and 1985, an average of 25 percent, while jobs
in_those fields increased by over 200 percent.

In engineering the number of degrees increased only because
over 30 percent were awarded to foreign students who also received
a growing share of all other scientific degrees. In other words, we
are meeting our national needs by enlisting foreign students into
ghose jl:echnological careers, not by preparing vur own students to

o weil.

That kind of shortage of scientific person power extends to our

elementary and secondary teaching force as well. Beginning sala-
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ries in industry are 30 percent higher than teachers’ salaries. So
we have had a shortage of math and science teachers for many
years even before some other shortages started to appear.

In fact, some researchers argue that we have had chronic short-
ages of math and science teachers for most of the past 40 years and
that our poor performance in those areas is attributable to the fact
that for many years many students have been underprepared in
math and science. The production of math and science teachers has
declined further so that by 1985 at most 8000 or 4000 fully trained
entrants came into these fields to fill the roughly 20,000 vacancies
produced by attrition and increased student enrollments.

The gap is made up by assigning other teachers to teach out of
field, by canceling courses and increasing class sizes. In addition to
the other factors driving teacher shortages, low wages and im-
proved career opportunities for women and minorities in other
fields and the low status of teaching, the shortage of scientific
person power including teachers, is due to the poor quality of
mathematics and science teaching in American schools, which pre-
pares relatively few to be incerested in or capable of continuing
with higher level studies. American high school students score
more poorly than their counterparts in other countries on assess-
ments of mathematics and science knowledge. In eighth grade, U.S.
students are about the median among the group of 20 countries
tested in mathematics; by 12th grade they have dropped to near
the bottom on most topic areas assessed.

Furthermore, we have fewer students in advanced level courses
than most other countries do. Roughly 3 percent of American stu-
dents take a course in calculus as compared to five times that
amount in most other industrialized countries. If we wanted to pro-
vide more calculus courses for our students, we couldn’t because we
don’t have enough teachers available. In a given year, one-third of
American high schools don’t even offer a physics course for the
same reason.

Viewed in this fashion, all of the new curricula and course re-
quirements in the world wiil not improve ihe quality of math and
science education. Unti! we can produce an adequate supply of
well-trained teachers, the additional courses will only be taught—
or mistaught—by those with little or no preparation. A similar
analysis for other teaching fields now showing growing shortages
directs our attention to teachers as a critical linchpin of education-
al survival, not to mention improvement.

Given a range of disincentives to enter teaching, college students
defected to other fields throughout the 1970’s: between 1972 and
1985, the number of new education graduates declined from nearly
200,000 annually down to just 88,000. A very acute shortage of mi-
nority teachers is now well-established and will take years to over-
come. These teacher shortages are most widely felt and most acute-
ly felt in central cities where students who most need good teach-
ing are least apt to have access to well-prepared teachers.

Despite the obvious implications of thase shortages for the qual-
ity of education generally—and the quality of education for poor
and minority children more specifically—no substantial Federal
action to improve the preparation, supply, or distribution of teach-
ers has yet occurred during this decade.
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The seriousness of the problems cannot be easily over-empha-
sized. The National Center for Education Statistics estimates that
the demand for new teachers will be about 2 million between now
and 1995. The supply of potential new entrants totals just about 1
million over the same time period. Of these new entrants, in recent
years only 9 to 10 percent have been members of minority groups
and the proportion has been declining steadily. Since the 1970’s the
number of minority college graduates entering teaching has de-
creased: by more than 50 percent. Many expect that if current
trends continue, by the year 2000 only 5 percent of the teaching
force will represent the more than 30 percent of students who are
Hispanic, African-American, Asian-American or Native-American.
In addition to these discouraging trends, only about three-quarters
of those who prepare to teach actually enter teaching after gradua-
tion. The proportion is lower for minority candidates. Of those who
do enter, about half leave during their first five years. Again, the
proportion of those who stay appears to be lower for minority en-
trants, especially those who teach in central city schools. Teachers
in other shortage fields, such as the physical sciences, also tend to
leave more quickly and at higher rates. The reasons for shortages
are no mystery. Teachers’ salaries declined by more than 15 per-
cent during the 1970’s widening the wage gap that already existed
between teachers and other college graduates. Recent increases
have returned average teachers’ salaries to the level they had
reached in 1972. But since 1986 these salaries have leveled off
again, remaining about 25 percent below those of other college edu-
cated workers and 30 to 50 percent below those of scientists and
engineers. It might be worth noting that these kinds of wage dis-
parities do not exist in most other industrialized nations and they
are not experiencing the kinds of teacher shortages we are, espe-
cially in mathematics and science. In Japan, for example, teachers’
salaries are pegged explicitly at the level of engineers’ salaries to
avoid the outcome that we experience now. Most other countries
have about the same salary for teachers as scientificallv-trained
person power and engineers. Furthermore, all of the European and
Asian nations who approach teaching differently, who invest sub-
stantially at their Federal levels in teacher preparation and in the
distribution of teachers equitably across schools continually out-
perform us. They show a much narrower disparity among their
high and low achievers than our country shows.

All students are affected by teacher shortages. But those who
reside in central cities suffer the most. Of the tens of thousands of
uncertified teachers hired on emergency credentials in recent
years, the great majority teach in centraiy cities. This means that
districts with the greatest concentrations of poor children, minority
children and children of immigrants are also those where incoming
teachers are least likely to have had training in up-to-date teaching
methods or to have had courses in how children grow, learn and
develop, or what to do if they are having difficulties. Many chil-
dren in central city schools are taught by a parade of short-term
substitute teachers, inexperienced teachers who leave before their
first year is up and beginners with no training.

The most recent year for which national information is available,
1983, shortages of feachers as measured by unfilled vacancies were
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three times greater in central cities than in rural areas or suburbs.
More than 14 percent of all newly-hired teachers in central cit
school districts in that year were uncertified in the field in whic
they were assigned. That is more than twice the proportion ex;})leri-
enced by other tyzes of districts. A survey of high school teachers
in 1984 found that the schools where uncertified teachers were lo-
cated- were disproportionately central city schools with higher than
average percentages of disadvantaged and minority students.

In 1985, 5000 teachers were hired on emergency certificates in
New York, Los Angeles and Houston alone. Many of these districts’
vacancies were not filled at all when schools opened in the fall. Al-
though this is kind of a hidden problem from the point of view of
parents, these shortages subvert the quality of education in many
ways. They make it hard for districts to selective about who
they hire and the quality of those people. They often result in the
hizing of people who have not completed or sometimes even begun
their pedological training.

In addition, the districts must often hire short and long term
substitutes, expand class sizes and cancel course offerings. An anal-
ysis of course offerings in cenfral city schools show that many of
the kinds of courses which we would like to be sure all of our stu-
dents have, higher level mathematics and science, e.g., are simply
not even offered in many of the schools those students attend.

Though there are some recent increases in enrollments in educa-
tion schools, these are not yet nearly enough to insure that the Eap
we expect will be filled with teachers who are actually prepared to
teach. Current enrollments would have to nearly double to close
the gap between anticipated demand and new supply. Enrollments
are increasing most slowly in the key shortage areas, science, bilin-
gual education, special education, mathematics, and foreign lan-
guages. Obviously, we need inducements to teaching if we are going
to address these current and projected shortages. The effects of
these shortages on our ability to respond to pressing national needs
is devastating. While the curriculum must grow more sophisticated
to handle the challenges of a more technologically demanding
future, teachers must also know a great deal about student learn-
ing, motivation and development if they are going to meet the
needs of students who are unlikely to be taught at home if they are
not well taught at school.

In this regard the time has come for us to focus on improved
teacher education as well as teacher recruitment. Generally, we
have met shortages of teachers and solved them throughout the
century by lowering our educational standards for new entrants.

This stands in contrast to the policies of other nations with re-
spect to teaching and it stands in contrast to the ways in which we
handle shertages in other professions in this country. For example,
when shortages of physicians were a major problem more than 25
years ago, Congress passed the Health Professions Education As-
sistance Act in 1963 to support and improve the caliber of medical
training, to provide scholarships and loans to medical students, and
create incentives for physicians to train in shortage specialities and
to locate in underserved areas. That sustained effort continued for
more than two decades has had a substantial impact on the quality
of medical training in this country and the supply of physicians,
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contributing to the world-wide perception that ours is one of the
finest medical education systems in the world.

Several initiatives in both houses of Congress, including two new
bilis presented by Senators Kennedy and Pell a week or so ago,
follow this line of thinking and emphasized that we must attend to
recruitment and improved training for teachers. They would revive
the Teachers Corps, invest in teacher education improvements, pro-
vide mentoring programs for first year teachers which tend to im-
prove their capabilities to teach and reduce the attrition that usu-
ally provokes half of them to leave within five years, and create
also prefessional development academies for training pra-service
and in-service teaching.

This emphasis is supported by many things we have learned in
recent years. In a number of research studies we found that teach-
ers who are better prepared make more effective teachers than
those who are not fully prepared in terms of their ability to pro-
mote student learning. Those who are better prepared, both in
terms of their teacher education experience and their initial clini-
cal training, are more likely to stay in teaching than those with
less training.

We have at least 40 years of evidence that trying to improve
teaching without improving teacher training is largely ineffective.
Here I am think about our experiences since Sputnick in trying to
improve math and science education. Even though we have invest-
ed periodically in teacher recruitment and training, the levels of
investment have never been large enough or sustained enougn to
overcome the chronic shortages.

So the millions of dollars used to develop new curricula, even
very good curricula, are rendered useless if the teachers cannot un-
derstand or use these tools effectively. We must recruit talented
teachers and train them very, very well indeed if we are to make
great progress at meeting our educational goals.

As a recipient myself of a National Defense Student Loan in my
college years during the last wave of teachers shortages, I can testi-
fy that the loan strategy was effective in persuading me and many
others—many of my colleagues were Teacher Corps members—to
try teaching. As a candidate in a quick-fix alternate route to teach-
er certification, I can also attest that there are much hetter ways
to prepare teachers for challenges they face than those kinds of
shortcuts, tried then and renewed today. I have seen studies and
some innovative and rigorous teacher education programs that are
fraining the kinds of teachers we need to meet these current chal-
enges.

The time has come for the Federal Go-erninent to consider using
the kinds of policy appreaches it has used to strengthen our medi-
cal education and health systems to strengthen our ability to pro-
vide competent qualified teachers for all children.

An all out effort to improve the supply and preparation of teach-
ers would cost some money, but discussions nf cost might more use-
fully be discussions of cost effectiveness. In education * ¢ tend to
add a program here and create a fix-it approach there. .f we were
to examine our strategies for reform, we would find that money
spent for preparing teachers adequately in the first place is money
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that would not need to be spent thereafter to patch up problems
created by inadequate teachers.

Virtually every major problem in American education requires
as part of its solution an adequate supply of very well prepared
teachers.

The bottom line, I think, is until we can say everyone in a class-
room has a basis of knowledge and a sense of how to use that
knowledge effectively on behalf of students, there is no accountabil-
ity in public education. Using test scores or credit hours or a per
capita this or FTE that does not get to the heart of the issue. The
public education system ought to be able to guarantee that every
child who is forced to go to school by public law, no matter how
poor that child’s parents are or where that child lives or how little
or how much he has learned at home, should be taught by someone
who is prepared, kncwledgeable and competent. That would be real
accountability. When it comes to equalizing learning opportunities,
that is the bottom line.

There is an obvious and desperately nesded Federal role in pro-
viding this real accountability in public schools. I urge the Mern-
bers of this Congress to begin to look at ways to do that.

Thank you.

[The statement of Dr. Linda Darling-Hammond follows:]
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EDUCATION RE, . ‘M AND FEDERAL POLICY: SUPPORTING PERESTROIKA
AND PRUFESSIONALISM IN THE PUBLIC SCHOOLS

Linda Darling-Hammond

The 1980s have launched the most sustained and far-reaching set of
efforts to "reforn" American elementary and secondary education since
the formation of the common school. National in scope, yet spearheaded
by states and locat governments, these initiatives have involved
unlikely -- jindeed previously unthinkable -- alliances between chief
executive officers of major U.S. corporations, the heads of teachsrs'
unions, state governors, and progressive educators in a variety of
roles.

Two concepts encapsulate much of the reform rhetoric and
experizmental thrust: reacher professionalism and school restructuring
are the rubrics used to describe initiatives intended to improve school
quality, accountability, and equity. A4s they have evol 4, these terms
refer to efforts to (a) improve both the supply and quality of teachers
by creating a professional structure for the occupation of teaching, and
(b) create school environments which are centered more on the needs of
learners than on the demands of school bureaucracies.

While the themiies held by those who would change schools vary, the
stisulus for change is widespread, and not federally-inspired. The
reforn impetus began even before media attention focused on education
with the release of the National Commission on Excellence in Education's
"rising tide of mediocrity" report in 1983, and save for the bully
pulpit, no federal role in stimulating or encouraging change has

emerged. Contrary to all early predictions, the "window of opportunaty"

for changing schools and soliciting greater support for them did not
close with a great public yawn after 2 or 3 years; today it stands open

fundamental changes in the quality and nature of public education.

These reforms are viewed as a matter of necessity, not choice.

ERIC '

A v 7ex: provided by ERIC
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The sense of the reformers is that American public schools designed
for the 19th century are incaprble of solving the problems that will
face us in the 21st. Not only is the cozmitment to reform intense, the
nature of the reforms sougnt is different than most of what has guided
educational policy thinking since the early 1900s. In mzpping out a
federal policy strategy that s cczpatible witn this new thinking, this
paper seeks first to illustrate the probleas facing our country and our
schools as they have been defined during this decade, and then to plsace
the current reform movezent in the context of previous federal and state
policymaking. It then goes on to examine the logic of the reform
proposais and their implications, finally arguing for an aggressive
federal role in supporting the creation of a new conception of teaching
and schooling.

AN ILLUSTRATICN OF THE PROBLEM
The sense of urgency cozes frcm the convergence of 8 nusber of
trends which are changing society in profound ways. In brief sketch,

these includs

- » A rapidly changing industrial base, anc the prospective loss
of U.S. economic dominance in international markets;

¢ Major demographic shifts, including a substantial growth in
the population over age 65 which will need to be supported by a
shrinking nuober of young people entering the work force. More
of these young workers are -- and will increasingly be -- the
children of immigrants, poor families, and winorities;

» Continuing undarperformance of the aducational system for
these saze young people, who by the end of the 1990s will
comprise 40 percent of the puolic school population and over a
third of the entering workforce;

* Disappointing outcomes for the educational system more
generally. For example:

-- The U.S. scoras near the very bottom of all industrialized
countries on international assesszents of students’' knowledge
of mathematics and science;
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-- National assessments coatinue to show declines in students'
problem-solving skills and critical thinking abilities;

== Dropout rates, which continue to hover at 25 percent tor all
U.S. students, reach 50 percent for minority youth in central
- cities, for whoz unemployment rates resain almost that high
as well.

The life chances of students whom schools have failed grow
increasingly dim. A male high‘school dropout in 1986, for exacple, had
only one chance in three of beingeamploved full-time; this is half the
odds of 20 years earlier. If esployed, he earned only $6,700 a year,
about half of what a high school dropout earned in 1973 (William T.
Grant Foundation, 1988). Lack of education is also linked to crime and
delinquency. More than half the adult prison population is functionally
illiterate, and nearly 40 percent of adjudicated juvenile dc¢linquents
have treatable learning disabilities that were not diagnosed in the
schools.

In brief, the United States cannot maintain its standard of living
or indeed, perhaps, its democratic foundations unless all students are
better educated. Self-interest alone requires that students who have
traditionaily been allowed to fail be made to succeed and becose
productive workers; more must beccme not just minimally schooled but
highly proficient and inventive.

The Teacher Problam

At the seze time, counting teacher shortages threaten the success
of other efforts to improve schools. The acute nature of this problem
is most easily se 'n wich respect to pathematics and science education.
As we head into an era where technological know-how will be a
cornerstone of invention and ecoromic growtl, the number of American
students receiving advanced degrees in mathematics and science is
declining. In most scientific and technical areas except engineering,
the nusber of postsecondary degrees granted in U.S. colleges and
universities declined between 1975 and 1985, on average about 25

percent. In engincering, the number of decgrees incressed only bacause
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over 30 percent were awarded to foreign students, who also receive &
growing share of 81l other scientific degrees awarded (NCES, 1987).

It should be no surprise that the shortage of scientific
personpower extends as well to the production of elementary and
secondary teachers, only t> a jreater degree. With beginning salaries
in industry averaging 50 or more percent higher than teachers' salaries
for those trained in the sciences, the shortage of mathematics and
science teachers has exis-ed for many years, even before other teaching
fields started to show shortfalls. As a consequence, only one-third of
Azerican high schools had a qualified physics teacher in 1981. In that
same year, half of all newly-hired mathematics and science teachers were
not certified or certifiable to teach these subjects. The producticn of
path and science teachers has declined further since then, so that by
1985, at most 3,000 - 4 000 newly trained entrants in these fields were
graduated to £ill the roughly 20,000 vacancies produced by teacher
attrition and increased student enrollments (Parling-Hazzond and Hudson,
1987; Carey, Mittman, and Darling-Hammond, 1988).

In addition to the other factors driving teacher shortages -- low
wages, improved career opportunities for vomen and minorities in other
fields, and the tow status of teaching -- the shortage of scientific
personpower (including teachers) is due to the poor quality of
mathenmatics and science teaching in American schools, which prepares
relatively few tc be interested in or capable of continuing with higher
level studies. As—£igure 1 graphicaily—itlustratesy Azerican high
school students score more poorly than their counterparts in other
countrics on assessments of mathematics and science knowledge. In
eighth grade, U.S. students are at about the median szong the 3group of
20 countries in mathematics arecas tested; by 12th grade they have
dropped to near the bottom on most topic areas assessed (McKnight et
al., 1987). And, in circular fashion, this poor performance -- which
contributes to shortages of college students training to teach math and
science -- is largely due to the fact that so few American classrcoms
are staffed by well-prepared teachers of mathematics and science (see
figure 2).
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Viewed in this fashion, all of the new curricula and course
requirements in the world will not improve the quality of math and
science education. Until we can produce an adequate supply of wel]-
trained teachers, the additional courses wtll only be taught -- or
mistaught -- by those with little or no preparation. A similar analysis
for other teaching fields now showing growing shortages directs our
attention to teachers as a critical lynchpin of educational survival,
not to mention improvement.

Given a range of disincentives to enter teaching, college students
defected to other fiei?; throughout the 1970s: between 1972 and 1985,
the nusber of new education graduates declined from nearly 200,000
annually to just 88,000. With recent and anticipated increases in
teacher demand back up to the levels of the baby boom years (1 to 1 1/2
million over the next five years), the projected level of supply (even
assuming continuation of an Upswing just now beginning) will still fall
short by nearly half. A more acute shortage of minority teachers is now
well-established and will take years to overcome,

Meanwhile, teachers are also among the most 1inequitably distributed
of educational resources. For a variety of reasons, the best-trained
and most skilled and experienced teachers are found disproportionately
in those schools and districts serving the most advantaged students
(Darling-Hammond, in press). During times of teacher shortage, the
untrained entrants hired on emergency certificates are found in greatest
concentration in central city schools where disadvantaged students are
also concentrated. Consequently, those needing the most expert teaching
are least likely to get it, especially when vaczncies are hard to f£i11
and standards are lowered.

Despite the obvious implications of these shortages for the quality
of education generally -- and the quality of education for poor and
minority children more specifically -- no substantial federal action to

improve the preparation, supply, or distribution of teachers has
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A prerequisite to the pursuit of these strategies, and to the
achievement of educational reform goals, is finding & solution to the
related problems of mounting teacher shortages and the maldistribution
of qualified teachers. A convincing case can be made for a ser:ious aad
sustained federal role in solving these problems on the grounds of
equity and national need as well as on the grounds of precedent. The
precedents =- especially in the field of medical education -- are
directly analogous to the current needs and problems in teaching and
pose a compelling example of successful use of federal leverage.

The federal government has helped to build a medical care system
uncqualled elsewhere in the world through a variety of health manpower
programs over the last 25 years: capitation grants to medical schools
and other direct supports for building and improving medical education
programs, forgivable loans and scholarships to medical studeats, special
assistance to teaching hospitals and clinics in under-served areas, and
incentives to encourage more cquitable distribution of physicians.
Support for health-related research and dissemination (far exceeding the
.evel of support for education research) has helped to sustain this
system by producing new knowledge and ensuring its transmission. Just
as the high quality of American medical training ard research are
directly related to the high quality of our nation's health care system,
so improvements in teacher education and educational research cculd
become foundations for school improvement.

In what follows, I will discuss a number of new federal policy
directions and the rationales for their adoption. These nitiatives can

be grouped in four categories:

1. The production and equitable distribution of qualified
teachers;

2. The improvement of teacher education and clinical training;

3. The production and codification of professional knowledge for
teaching;
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4. The encouragement of learner-centered school settings,
directly, through kiD activities and indirectly, by new

approaches to the funding and management of federal progranms.

-

THE SUPPLY AND DISTRIBUTION GF TEACHERS

Throughout the twentieth century, teacher shortages have been

pryeey oy

common and they have provided an impetus for upgrading salaries and
standards within the profession. Shortages following World War I and
World War II, and again in the 1960s, propelled substantial real
increases in teacher salaries accompanied by increases in the

educational requirements for teaching. As Sedlak and Schlossman (1986,
P. 39) note:

Contrary to what many modern-day educ~tors tend to assume,
teacher shortages have been commonplace throughout the
twentieth century. Nonetheless, it has proved possible, time
5 and again, to raise certification standards during peri>ds of
: protracted shortage. Not only has the raising of standards

) not exacerbated teacher shortages, it may even -- at least
where accompanied by significant increases in teachers
salaries == have helped to alleviate them (and, at the same
time, enhanced popular respect for teaching as a profession).

Their research demonstrated that teacher shortages generally followed
periods of real income decline for teachers and that in most instances
the shortages produced both salary gains and heightened standards for
teaching.

The 1980s mirror past experiences with teacher shortages and
changes in compensation and certification. Following the wage declines
of the 19708 which, along with widely-publicized surpluses, dranatically
decreased the supply of teachers in training, emerging teacher shortages
led to a 40 percent increase in nominal salaries between 1981 and 1986,
while certification standards were "raised" by virtue of required
licensure tests in most states (Darling-Hammond and Berry, 1988). These
salary hikes, though helpful, have Jjust returned average teacher
salaries to the level they had reached in 1972, following the shortages

of the 1960s. Adjusted for the increases in teacher experience and
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education levels since then, average saleries in 1986 still lagged
behind those in 1972 by about 15 percent (Darling-Hammond and Berry,
1988).

Shortages and Loopholes

Even as certification standerds have ostensibly been raised, .
nowever, current shortages have been addressed by certification
loopholes, including increased use of emergency certificates to fill
vacancies (46 states allow this practice) and the creation of
"alternative routes" to certification which lessen the preparation
requirements for teaching in 23 states. For just the small sample of
states who keep records on emergency and temporary licenses, over 30,000
were issued in 1985 alone (Feistritzer, 1986). While recent attention
to teaching has stimulated an increase in the number of college freshmen
reporting interest in education as & major or a career (Astin et al.,
1987), their numbers would have to nearly double to satisfy the demand .
for new teachers in coming years.

The dilemma, then, is that while teacher shortages have created a
political climate within which standards and salaries may be vaised,
they also create conditions which work against the continuation of these
initiatives. The effect of having standards, however high, with large
loopholes availalle to satisfy demand pressures, is that salaries will
always remain somewhat depressed. In the past, although teacher
salaries have always increased in times of short supply, they have never
reached comparability wit those of other professions requiring similar
training, and they have tended to slip again when the supply crisis was
“solved." If no substantial improvement occurs in the attractions to
teaching, it will be difficult to improve overall teacher quality, since
the pool of potential candidates who can meet the standards will not be
sufficiently enlarged. In circular fashion, the failure to attract
sufficient numbers of well-qualified teachers will lessen teachers'
claims for professional responsibility and autonomy and will increase
the press for regulation of teaching, thus further decreasing the

attractions to teaching for professionally-oriented candidates.
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It i3 interesting to note that this Process of standard-raising and
nearly simultaneous undermining of those standards has occurred over the
last century in other occupations, such as law and medicine, that sought
to become nrofessions. In those cases, as in teaching currently, the
loopholes ;ere created by state governments, who established statutory

exemptions to certification requirements. In some cases, the states

were encouraged by college faculties or cmployers, who had greater

incentives to ensure an adequate supply of students or practitioners
than to ensure the quality of that supply (see e.g., Starr, 1982). It
was not until members of these occupations organized themselves to
promulgate and enforce their own standards through professionally-
controlled licensure and examination boards that standards could be used
as a determinant of permission to practice. Teaching now is alone in
the granting of substandard licenses. The American Association of
Colleges for Teacher Education Task Force on Teacher Certification has
been unable to discover any other state-licensed occupation for which
“emergency certification” exists (Bacharach, 1985). And most of the
untrained recipients of such certificates are hired to teach in
disadvantaged schools where recruitment is most difficult
(Darling-Hammoad, {n press). Thus, the children in these schools bear
the brunt of the teacher supply problem.

Shortagss and Equity
Teacher shortages are most acute and underqualified entrants to
teaching are most numerous in central city schools where poor and

minority chldren are increasingly concentrated.

In 1983, the most recent year for yhich national information s
available, shortages of teachers -~ as measured by unfilled
vacancies -- yere three times greater in central cities than in
rural areas or suburbs, and much greater in large school
districts (which are most often urban) than in small districts
(NCES, 1985). (See Figure 3.)
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and not nattonal 1a wope.

Fig. 3--Teacher Candidste Shortage<

SOURCE: National Center for Education Statistics, The Condition of
Bducation, 1985. washington, D.C.: National Center for Education Statistica,
1985.
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Hore than 14 percent of all newly hired teachers in central

. city school districts in 1983 were uncertified in thaeir
principal field of assignment, nearly twice the proportion
experienced by other types of districts (ses figure &4).

The most severe shortages of teachers occurred in such fields
as bilingual education and special education, fields that are
in espocially great demand in central cities; these fields are
also among those with the highest proportions of uncertified
teachers.

A survey of high school teachers in 1984 found that the schools
where uncertified teachers were located were disproportionately
central city schools with higher than average percentages of
disadvantaged and minority students (Pascal, 1987, p. 24),

In 1985, 5,000 teachers were hired on emergency certificates in
New York, Los Angeles, aud Houston alone. Many of these
districts’ vacancies were not filled when schools opened that
fall (Darling-Hammond, 1987). Each year since then, large
urban districts have encountered similar problems recruiting
teachers,

Teacher shortages subvert the quality of education in a number of
ways. Tuaey make it hard for districts to be selective in the quality of
teachers they hire, and they often result in the hiring of teachers who
heve not completed (or sometimes even begun) their pedagogical training.
In addition, when faced with shortages, districts must often hire short-
and long-term substituces, assign teachers outside their fields of
qualification, expand class sizes, or cancel course offerings. No
matter what strategies are adopted, the quality of instruction suffers.

Shortages of teachers are a serious problam wherever they occur; so
are inadequately prepared teachers. Bu: as we look at the types of
students who are mocr likely to live in districts vhere shortages and
poor preparation are most common, we see that inequality of opportunity
is, in general, not randomly distributed. It is, in general, the lot of
the children who attend inner-city schools, and most 9f those children
are Blazk or Hispanic and poor.
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Washington, D.C.: MNational Center for Education Statistics,
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The elimination of this particular form of inequality can come only
by a large and sustained boost in the supply of well-trained teachers,
coupled with incentives for many of these teachers to train in shortage
fields and to locate in shortage areas. Though federal initiatives to
boost the supply of teachers in fields like mathematics and science are
now being considered, no analog to the distributional incentives of the
1960s" National Defense and Educatior Act for teachers has yet been
revived to address this acute problem. The NDEA provided forgivable
loans to college students who entered teaching, with an added incentive
for those who enterad teaching in urban districts. Similarly, the
National Medical Manpower Act and the Health Professions Educational
Assistance Act for physicians have, since the 1960s, provided forgivable
loans to medical students who practice in underserved rural! and central-
city locations.

Such initiatives must be launched soon if the severe teacher
shortfall anticipated over the coming years is to oe even partially
averted. Special efforts will be needed to avert the addit:ional tragedy
of a teaching force which no longer represents the racial end ethnic
diversity of society. Recent substantial drops in the number of
minority entrants to teaching could bring the proportion of minority
teachers down from over 10 percent to less than half that number by the
end of the next decade.

Current shortages of minority candidates in teaching are partly the
result of teacher tests, which influence entrance at the point of
certification, but mainly the result of the defections of academically
able minority students to other careers and professions. Enrollment of
ninority students in teacher education programs had plummeted sharply
prior to 1981, when most teacher tests were just beginning to be
enacted, and ha“e continued to drop since. Education has been replaced
as a field of choice by other careers, many of which require graduate
education and licensure testing. As proportions of women and minority
college students majoring in education decreased by over half during the
1970s, the proportions of both groups majoring in business, engineering,

and the sciences increased severa! foid (Darling-Hammond, 1984;
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Darling-Hammond, Pittman, and Ottinger, forthcoaing). The sharp changes
in social opportunities and career preferences for minority students
over the past 20 years are reflected in the astounding fact that in
1985, only 8.800 minority students who had received bachelor's degrees
in the previous year entered teaching, while over 24,000 were enrolled
in law schools or medical schools and over 30,000 were enrolled in all
first professional degree prograss (Darling-Hazsond, Pittman, and
Ottinger, forthcozing).

Ultioately, improvements in the attractiveness of teaching are key
to resolving the problem of shortages for both majority and cinority
candidates alike. In contrast to past eras of teacher shortage, this
one is occurring at a time whep women and minority college students have
far greater opportunities available to them in other fields than ever
- before in the past, and they are taking advantage of them. Requiring
more rigorous teacher preparation and serious licensure exasinations
will not, in and of itself, prevent minority students from entering
teaching. Such requirezents have not dissuaded them from entering other
professional careers. However, teaching must be cozpetitive with these
other opportunities :f it is to reclaim & sign:ficant portion of ¢hat
wds once a8 captive labor force.

Short of a total overhaul of the teaching occupation and the -
structure of schooling, there are a number of strategies that can be
pursued to increase the attractions to teacher preparation. First, and
most obvious, lowering the financial and opportunity costs of acquiring
reacher preparation will sharply improve recruitment, particularly for
minority students. Offering scholarships and forgivable loans to
prospective teachers ought to be at the top of the federal agenda
throughout the next decade.

There are also ways in which teache:r preparation can be made more
accessible to candidates who do not choose to enroll in an educaticn
major in their junior year of college. Graduate level teacher education
programs can succeed in attracting an entirely different pool of
recruits -- those who were unable or unwilling to commit to teaching at
a very early poiat in their academic careers during undergraduate school

and those who are interested in changing careers but are unwilling to
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return to undergraduate school to do so. Without diluting requiracents

for teacher preparation, schools of education can lover the transactien

costs for attending by creating more time-efficient and z.exibly

scheduled programs than most undergraduate prograas typically allow.

. Indeed, recently created prograzs designed to attract (and fully

‘ certify) nontraditional recruits to mathematics and science teaching
have succeeded in maintaining standards for preparaticn while attracting
recent bachelor’s degree recipients and mid-career candidates to
graduate level programs targetted at their career needs and schedules,
In many cases, these prograzs also attract auch larger numbers of
minority candidates than traditional undergraduate teacher preparation ’
prograzs (Carey, Mittman, and Darling-Hammond, 1988). Federal support
for new forms of teacher preparation like these should also be
considered.

TEACHER PREPARATION

American school policy has often started from the assumption that
teachers are conduits for policy or curricula rather then active agents
in the production of learning. Consequently, many reform initiatives
have exphasized jmproving schools by changing curricula, prograzs,
tests, textbooks, and management processes rather than by icproving the
knowledge and capacity of teachers. Indeed, American policymakers scem
to doubt whether there is anything that a teacher brings to the
classroom other than the state’s or school district's mandated
materials, procedures, and regulations. They question whether teacher
preparation is necessary and seem to believe that novice teachers ere as
safe and effective as experienced teachers. These beliefs support the
oyth that allows tesching expertise to be unequally distributed -- the
oyth that all teachers and classrooms are aqual,

Over the last twenty years, educational research has exploded the
myths that any teaching is as effective as any other and that unequally
trained and experience. ceachers are equally advantageous to students.
In a study docuzenting the positive effects of teaching experience on

teaching effectiveness, Murnane and Phillips (1981, pp. 453-454) note:
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The question of whether teachers become more productive as
they gain teachirg experience has been of interest to
policymakers for many years. One reascn is that schools
serving children from low-income families have typically been
staffed with less experienced teachers than school serving
middle-class chilcren. This has led to court tests of whether
the uneven distritution of teaching experience constitutes
discrimination aga:nst low-income children.

¥ n the allocation of teachers who are certified or uncertified,
prepared or unprepared, 2xperienced or inexperienced is unequal, so is
the opportunity for students to learn. The differences in style and
content are very real, not an abstract proposition. Having confirmed
that teacher experience does make a difference, researchers are now
identifying what it _s that expert veterans do in the classroom that
distinguishes their teaching from that of novices (see e.g., Berliner,
1986; Shulmen, 1987). Much of this research also dexzonstrates the
icportance of .eacher education for the acquisition of kncwledge and
skills the., when used in the classroom, improve the caliber of
instru~tion and the success of students learning (see e.g., Berliner,
19843 .

A major goal of professionalism is ensuring that 4l! individuals
rernitted to practice are adequately prepared. So long as anyone who is
not fully prepared is admitted to an occupation where autonocous
practice can jeopardize the safety of clients, the public's trust is
violated. So long as no floor is enforced on the level of knowledge
needed to teach, & professional culture in schools cannot long be
maintained, for some practitioners will be granted control and autonoay
who are not prepared to exercise it responsibly.

Teacher Education. Professionalism starts from the proposition
that knowledge oust inform practice, yet teacher education is often
denounced and even avoided on the grounds that either it does not convey
the knowledge necessary for real teaching (some argue this must be
acquired on the job) or that there is no knowledge-base for teaching
anyway. However, much 1s known about how to teach effectively, and

where it has not yet been fully incorporated into current teacher
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education programs, efforts must be made to strengthen rather than to
eliminate these programs. This will in @any cases require drawing on
departzents within and cutside schools of educatien that are pot
currently engaged in training teachers, and on knowledge in areas iike
cognition, psychology, and human biology that is basic to teaching but
not yet taught to prospective teachers. Such efforts can be encouraged
by the support of demonstration or model prograas, by grants for
specific improvements or for experimentation, and by research on the
effectiveness of teacher education.

We have never, in the United States, supported teacher preparation
very much or very well. In most universities, schools of education get
the fewest resources. Even during those periods of intense interest
in improving education that seem to occur abcut once a generation and in
which we find ourselves at the mozent, neither the federal government
nOrX oSt states nor most school systems seem much inclined to spend auch
money or attention on pr aring teachers well. As Berliner (1984, p-
96) observes:

It is time for creative thinking on how to revitalize teacher
preparation programs. It is also tige for budgetary
allocations for such programs. Currently, we do not have much
of either. At my own institution, the University of Arizona,
we have found that it costs the state about $15,000 to educate
a liberal azts undergraduate in, say, comparative literature,
history, or psychology. To equcate an individual for the
vitally important profession of teaching, the state pays
§2,000 less.... I am afraid that Arizona, like the 49 other
states engagec in teacher preparation, gets precisely what it
pays for.

One reason for this lack of support is a deeply felt ambivalence.
Are there things to know about teaching that make teachers more
effective? If so, teachers ought to learn those thir3s. Or is teaching
something that anyone can do, without any special preparation? If so,
anything that purports to be preparation is certainly not worth
supporting. Clearly, the tension between these two points of view,
unresolved for the past 200 years, continues today. & profession is

formed when mesbers of an occupation agree that they have a knowledge
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base, that what they know relates directly to effective practice, that
being prepared is essentijal to being a responsible practitioner, and
that unprepared people will not be permitted to practice. In some
states, discussions of the importance of professionalizing teaching
have Ted to new requirements for prospective teachers; in others,
though, states have reacted to potential shortages of teachers by
setting up alternate routes to certification that bypass standard
preparation by offering six-week soup-to-nuts courses in how to teach.

Moreover, the current Administration has reinforced concepticns of
teaching as requiring little knowledge by actively endorsing these
alternative certification programs as a good way to avoid education
schools. Rather tharn seeking to strengthen programs of teacher
preparation, the federal government has endorsed and even scught t,
encourage state practices that bypass them and that exempt teachers from
acquiring a basic knowledge base for their work. It has also -- by
approving of these programs as a means of "solving" shortages and by
failing to create other incentives to deal with shortages -- tacitly
endorsed the disproportionate allocation of these untrained teachers to
inner city schools and to poor and minority children.

As far as those students are concerned, ambivalence about whether
teachers should be well prepared to teach is a luxury we can no longer
afford. Improving education for poor and minority students clearly

The
institutions that prepare teachers need the money it will take to

requires policies that improve the preparation of teachers.

produce knowledge about teaching and to create programs that effectively
transmit that knowledge to the people who want to teach.

As noted earlier, the federal government has used toth these policy
approaches to build medical education. The government has supported
the efforts of medical schools to develop the capacity zo produce aud
transmit knowledge. It has provided support for building particular
programs in high-need areas, for strengthening existing programs, and
for improving teaching hospitals where clinical training 1is pursued. It
has provided scholarships and loans for smedical students. Now that the
United States has perhaps the f nest system of medical education in the

world, the great debates of 80 or so years ago have lost all but
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historical interest. But before medicine coalesced into a profession,
back when people thought the doctor-to-be might as well learn what he
could just by following a doctor around, the debate raged. Was medical
education necessary and desirable? Or should medizal rraining be
dispensed with in favor of the follow-me-around-1n-the-buggy approach?
The decision to formalize and strengthen medical education has brought
tremendous advances in knowledge. But perhaps the greatest benefit -
setting standards of competence in medicine ha- been that even the
people least well served by doctors are now much better protected from
quacks and charlatans and incompetents.

Criticiszs of federal strategies in the medical arena should also
be taken into account. For example. many believe that the use of
no-strings-attached capitation grants for boosting enrollments in
medical schools missed a golden opportunity for stimulating curricular
improvements. Although other federai grants supported innovations in
medical training programs, the weight of the subsidies rewarded head
count rather than improved quality. Especially given the poor

reputation of teacher preparation programs, a better balance of funding ’

for support of improvements ought to be sought. The medical subsidies
analogy should not be adopted wholesale but used selectively as
experience indicates it has been most successful and productive.

To general considerations of improving the preparation of teachers
we must add at least one consideration that relates dairectly, though not
exclusively, to improving education for minority students. For many
reasons, increasing the supply of well prepared teacners who are
themselves members of minority groups is vital. Teaching ought to
reflectiour population, as should all parts of our society, yet as the
proportion of minority students in public schools in increasing, the
proportion of minority teachers -- especially black teachers =- is
declining raidly. Yet the schools of education in historically black
colleges and universities, from which most black teachers have
graduated, are, for various reasons, facing great difficulties. Never
well financed for the most part, these institutions now face great
financial difficulties. Their education programs are in even greater

jeopardy in the many southern states that tie pass rates on teacher

certification tests to approval of teacher education programs. |
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A distinction needs to be drawn here that is often ignored. The
distinction is thar supporting the institutions that prepare teachers
and supplying particular support for the ones that characteristically
train most minority teachers is one policy, and testing teachers is
another. For ali the talk about the central importance of good teaching
to good education, the first policy remains essentially untried.
Supporting teacher education has simply not been a strategy that
policymakers have yet been willing to adopt.

Federal support for historically black colleges, and for minority
student scholarships generally, will be peeded to open up again the
\ pipeline to teaching (and other professions) that has narrowed in rece.nt
years as minority students' college-going rates have declined along with
declines in federal student aid opportunities. Enlarging the pipeline
: of college-educated workers is critical to solving the teacher supply

problem, because competition among occupations is expected to be fierce
throughout the next decade as the number of enterin.s workers declines
and the number of jobs increases.

Similarly, stemming the flow of teachers -- especially new entiants
== out of teaching will be more difficult as opportunities in othar
fields will be plentiful. Yet reducing attrition will be even more

. imperative to keep pace with demand and to aveid squandering investments
in teacher training. For both practical and professional reasons --to
increase teacher effectiveness and reduce turnover -- teacher
preparation will need to extend through initial clinical training and
induction.

Teacher Induction. Consistent with a professional view of
teaching knowledge and practice, serious and intensive induction of new
teachers is necessary before they are allowed or expected to teach

. without supervision. This major departure from the current sink-or-
swin approach to beginning teaching is crucial for two equally important
reasons: (1) bacause teaching knowledge is complex and requires judyaent
in its application, it cannot be fully acquired in a classroom setting;
and (2) because a teaching profession is first and foremost committed to
the welfare of students, inexperienced practitioners cannot be allowed
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to learn on the job without guidance. Furthermore, supportive and
sustained induction is necessary to stem high attrition rates of new
teachers and to provide equity to students.

The current lack of support experienced by beginning teachers is
exacerbated by typical school district placement policies. As
McLaughlin et al. (1986) have noted:

New teachers are often given those students or courses with
which experienced teachers do not wish to deal. Instead of
giving beginning teachers a nurturing environment in which to
grow, we throw them into a war zons where both the demands and
the mortality rate are excessively high. It is really not
surprising that one-third of teachers leave the profession
within their first five years of teaching.

The placement of beginning teachers in the most difficult
assignments is encouraged by district internal transfer policies which
allow successful senior teachers to move to schools of their choice.
Schocls with high turnover rates -- which also tend to be schools
serving the most disadvantaged students in the most challenging teaching
conditions ~- hire new teachers in order to f£ill cheir vacancies. ¥hen
a vacancy arises in a desirable school, senior teachers tend to transfer
away from the more difficult schools. Consequent ly, these schools are
more likely to be staffed with disproportionate numbers of new and
inexperienced teachers and are less likely to maintain an adequate cadre
of expert, experienced teachers who can assist these novices. Thus,
beginning teachers are presented with the most difficult educational
problens and with little opportunity for assistance. 4s a result, many
experience frustration and leave the profession. Not incidentally, the
students of these neophytes -- those who most need expert teaching --
are continually subjected to instruction by persons who are just
learning -~ or, perhaps, not learning -- how to teach {Wise,
Darling-Hammond, and Berry, 1987).

Ultimately, the creation of professional development schools,
analogous to teaching hospitals, in which expert teachers join with
university faculty to provide a structured internship experience for new

teachers would be the most effective means of inducting new teachers.
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Such schools would be exemplars of good practice, would produce and
transmit knowledge of teaching to new entrants, and would provide the
highest quality educatjon to those students who in many cases now
receive some of the lowest quality schooling. In much the same way that
federal support for medica! internships and residencies -+ and for the
establishment and imprevement of teaching hospitals themselves -- has
helped to improve the caliber of clinical practice, so the launching of
such training grounds for teachers can improve teacher skill, retention,
and teaching equity.

It's true that an all-out effort to improve the preparation of
teachers would cost far more than the current strategy of simply testing
teachers. But discussions of cost would more usefully be discussions of
cost-effectiveness. We tend, in education, to see each suggestion for
reform as discrete, as a program to add on here, a requirement to add on
thera, an allocation to add to the already-large sums of money being
spant. But if ye were instead to examine strategies for reform, we
would see that the money spent preparing teachers adequstely is money
that would not need to be spent thereafter to pa:ch up the problems
inadequate training creates.
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The CHAIRMAN. Thank you, Mrs. Hommond.

We certainly expected a lot and we got a lot from you. I think it
will be very valuable to have your statement in the report which
we contemplate. We were especially interested in focusing on the
issue of teacher training and recruitment and retraining.

My distinguished colleague, Mr. Goodling, is one of those great
teachers who is on this committee. His lovely wife is also a teacher.
So I am quite sure that your remarks struck home with him.

Again, I wish to personally express the appreciation of the com-
mittee to you for having accepted the invitation.

Mr. Goodling, do you care to comment?

Mr. GoopLING. Linda, my testimony goes from page 7 to 27. Is
that right? Was there nothing in between?

Ms. DarLiNG-HAMMOND. That is excerpts from a fuller version
that will include all my remarks.

Mr. GOoDLING. Just a couple of things since we are not overly
pressed for time. If you could give us a list where these institutions
are that have the exciting new approaches to teacher education, I
would like to have that list. I would like to visit some of those.

Ms. DARLING-HAMMOND. There are a number of places I would
refer you to, including Teachers College of Columbia, Bank Street,
Harvard has a new program for math and science. University of
Massachusetts at Amhearst. There are a number of places that I
would be delighted to encourage you to see and visit.

Mr. GoopLING. I suppose we will hear one from Johns Hopkins,
too.

Ms. DARLING-HAMMOND. They are much too elite to train teach-
ers at Johns Hopkins.

Mr. GOODLING. Anything west of the Mississippi?

Ms. DARLING-HAMMOND. Yes, there are some good programs.
University of California at Berkeley has some exciting things going
on. USC at Los Angeles has some marvelous programs being cre-
ated now that are very new.

Mr. GoobLiNg. My other concern was, I like your paying accord-
ing to another job that they may have in the same area such as
science and math and engineering. What do we do with the most
important of all, the elementary school teacher? Who do we line
them up with salary wise?

Ms. DarLING-HaMmmMonD. If you lined them up with other early
childhood professionals, people who deal with young children in
other areas. That would be equal. People who train in child devel-
opment, developmental psychology, et cetera, who would make
marvelous early childhood educators, go into psychology and earn
usually 30 percent more in that field as well.

So you can make the analogy across all of the areas.

Mr. GOODLING. Thank you, very much. You have given us a lot to
think about.

The CHAIRMAN. Thank you again. We appreciate your appearing
before this committee.

Our next panelist is Robert E. Slavin, Center for Research on Ef-
fective Schooling for Disadvantaged Students, Johns Hopkins Uni-
ve_istity. Mr. Slavin, we are delighted to have you before the com-
mittee,
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STATEMENT OF ROBERT E. SLAVIN, DIRECTCR, NATIONAL
CENTER ON ELEMENTARY AND MIDDLE SCHOOLS, JOHNS HOP-
KINS UNIVERSITY, BALTIMORE, MARYLAND

Mr. SraviN. I am delighted to be here. I am going to try to con-
vince you today of something I think you are already convinced of.
I will try to make you a little bit more firm in your conviction.

That is thut every child can learn. This has been said for a long
time. I don’t mean it is as a pious generalizatior. or wishful think-
ing but I am talking about it as a practical, obtainable reality we
can see happening in schools in the not too distant future.

I think it is a very important starting place for a discussion of
programe for students who are at risk of academic failure. Because
if virtually every kid can obtain an adequate level of basic skills,
then the fact that so many do not places a special responsibility on
policy makers and educators.

Before we had polio vaccines, government had little responsibil-
ity for preventing polio, except to sponsor research; afterward, how-
ever, government bore a responsibility to see that polio was pre-
vented, since it was clearly feasible to do so. We now have evidence
that all but perhaps 2 to 4 percent of students can read at what we
now consider an adequate grade level. With additional research
and development, we can probably reduce reading failure even fur-
ther. If this is true, then our responsibility as a Nation is clear: do
whatever it takes to create conditions under which reading failure
is prevented as surely as we prevent polio or tuberculosis.

A similar situation may be coming in other areas, not just read-
ing, but I think we have the clearest evidence in reading. What do
I mean when I say every child can learn and how do I know this?
We have been successfully reviewiug research on effective pro-
grams for students at risk as well as doing research ourselves for
several years.

We have a book called “Effective Programs for Students at Risk”
that summarizes a lot of this work. I think that some of the most
effective programs we have around have to do with early reading.
One that has iotten a lot of press lately is Ohio’s reading recovery
program which has most clearly demonstrated not only that you
can make a very big difference in student reading in the first
grade, but also if you do so, that students will maintain that gain
and will continue to be more successful learners throughout their
elementary school care.rs.

We are working on a program that is trying to accomplish some-
thing similar. I thought what I would do today, instead of restating
what is in my paper, is to talk more in detail about that program.
What I am talking about here is a program we call ‘“‘Success for
All.” The title is very modest. It is really meant to be the commit-
ment that we have and we feel schools should bave to children.

Our usual way of proceeding with children is we provide pretty
good first and second grade programs and third grade programs
and those students who don't profit from those pretty good pro-
grams fall behind. They then get into Chapter 1 programs, special
education, perhaps they don’t receive either, but they never
become good readers, good mathematicians, they never become
really sclid good students.
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Because they have eaperienced failure early on, they have expe-
rienced difficulties in learning to read, they have developed poor
attitudes, poor self esteems, et cetera.

The inter:tion of “Success for All” is to try to make sure the stu-
dents are successful the first time they are taught, before they fall
behind and before they fall into such difficulties, to deal with stu-
dent problems while the problems are small and the kids are small.

We are currently working in six schools in Baltimore with this

program, one in Philadethia, one in South Carolina, one in East-
ern Maryland, one west of the Mississippi, I am sorry, we are work-
ingon it.
The program exists in different forms in each school. Some of
them have significant additional funds. We call those our Cadillac
schools. Some are operating under existing Chapter 1 dollars and
we call those our Chevy schools. Some fall between the two in
terms of the amount of funding. All of the schools are Chapter 1
school-wide projects. I want to thank the committee for making it
easier to have Chapter 1 school-wide projects. I think this is an ex-
traordinary opportunity to make major changes in schools that
serve a large number of disadvantaged students.

I also see the school-wide provision as providing the opportunity
for us in the educational research community to show what can be
done if Chapter 1 dollars can be used flexibly to meet the needs of
all children, something I think will have implications beyond the
case of highly disadvantaged schools but will also apply to a larger
set of schools receiving Chapter 1 dollars.

The ideas of “Success for All” you might think of as a layering
approach to try to concentrate resources in the early grades to pro-
vide appropriately to the needs of children with the overall at-
tempt to be sure chilfren do not fall behind in basic schools, par-
ticularly in reading.

One of the most critica! elements is one-to-one reading for stu-
dents in first grade. We think success in reading in first grade is
perhaps the most important single thing that has to be assured in
an overall program of prevention of reading failure.

If you know first graders, I have a third grader and a first grader
myself, and you see how much they learn between the first and
last day of first grade with the students making normal, average
progress, you can see if you miss the boat in first grade, that boat
1s long gone, way out of sight.

The children who fail to be well on the wai to reading by the
end of first grade are seriously at risk. J think we have now evi-
dence and methods that will point us in the direction that we can
and will insure that this need not happen.

ese piograms for first grade all involve one-to-one tutoring,
generally use certified teachers, but not always, who work one-on-
one with children who are having the greatest difficulties in read-
ing in first grade and to a lesser extent in second and third grade
for those students who are still behind.

We have made many changes in the reading program itself. We
are trying to draw on the best research evidence available about
what goes into a program for effective initial instruction in reading
and then how to maintain that success in reading and promote it
in the later grades.
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So the “Success for All” program runs pre-school to third grades
and extends to fourth and fifth grades. So the focus is on first grad-
ers, but we recognize that simply getting the kids up to snuff in the
first grade is a critical starting point but not ending point.

We need to continue effective programs beyond the first grade to
be sure that children will continue to succeed. One element of the
reading approach is that the tutors teach a reading class so that
during reading time all students are regrouped according to their
reading level and they go into a smaller class which can be smaller
because the tutors are teaching reading classes as well as tutoring
the rest of the day. —

So during the 90-minute reading period the students are all re- :
grouped according to reading level in a larger number of classes.
Then the kids go back to their heterogenious home rooms for the
rest of the day. During the rest of the day tutors take the kids for
20 minutes tutoring sessions to support their success in the regular
reading program.

There is a great deal of emphasis on the students dcing oral
reading, reading aloud to one another, reading to parents and
others and students being very active in the reading lessons. There
is also emphasis on home reading. As soon as the students have
some basic reading skills, then they get trade books that they read
at home for 20 minutes each evening so that they get enjoyment
from reading.

They read books that they want to read. They should read not
only from dittos but from materiais that are of interest to them.
The children are assessed in their reading every six weeks. We
want to be sure that if students are having difficulty reading that
we will know right away and be able to intervene. These eight
week assessments are used to determine student groupings, to de-
termine who needs further tutoring. We don’t expect to tutor all
year for most students.

Only the very, very worst achieving students would be expected
to get it all year. We expect them to get eight weeks of tutoring, to
be in good shape, and then pick somebody else to have the experi-
ence. The eight-week assessments also provide an opportunity to
stop and look at every child, to be sure we are not doing well with
80 or 90 percent, but we are doing well with 100 percent or we
know the reason why.

The eight-week assessments direct attention to other kinds of
interventions that may be needed. Some students fail to read be-
cause their attendance is poor or they don’t have adequate nutri-
tion or they don’t have enough sleep at night or they are having
behavior problems or emotional problems.

The school needs to deal with those problems as well as the typi-
cal learning problems. For that purpose we provide a family sup-
port team which is composed of parent liaison or other paraprofes-
sionals, counselor, vice principal, in some cases we can supplement
that team with a social worker. The family support team tries to
enlist the support of parents, tries to build good relationships be-
tween the communities and the scheols and also helps with some of
the individual issues such as attendance, nutrition, student behav-
ior and thea like, health problems and other kinds of things.
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If we have an i tention to see that every single kid will be suc-
cessful, and that 1s our goal, every single kid by the third grade,
then you have to be able to deal with more than just the instruc-
tional program. You have to also deal with the family and social
problems.

Another key element of the model is a facilitator. Some have full
time and some have half time facilitator. These are pzople whose
sole job is to work with the teachers on the implementation of
these changes. The facilitator works directly with the teachers in
the classroom to give them feedback on what they are doing, teach-
es demonstration lessons, organizes opportunities for teachers to
get together and share ideas about how they are implementing the
various programs, runs the eight-week assessment program, checks
to make sure that every kid is succeeding so nobody is falling be-
tween the cracks. The facilitator is kind of the last check to be sure
that kids are going to be successful and that all students are
making adequate progress and that the various elements of the
program are in contact with the other elements.

One of the things we discovered and is very important which ap-
plies beyond the conquest of “Success for All,” when we talk about
the idea of replicating change, our experience with facilitators il-
lustrate that if you are willing to invest in change, you can bring
about systematic successful replication of change but you have to
be willing to provide in-class assistance.

The idea that you provide one or two or three day in-service and
then change will occur I think is clearly false. But you can have
change take place at the classroom level if we are willing to invest
in it and to provide that kind of classroom assistance.

We h ave the results of our first year of “Success for All” in the
first school that we piloted with. The results were extremely posi-
tive. Basically what happened is that in the first, second, and third
grades the kids got to grade level on average in comparison to the
control schools where the students were at the 28 percentile in
reading.

The students were also considerably ahead in pre-school and kin-
dergarten on measure of language and school readiness. We are
now analyzing the second year data from the first schocl and the
first year data from all the other schools. It is also looking ex-
tremely positive, particularly in the more highly funded schools.

So I think that what we are showing is that if we stick with the
schools over a period of time, stick with the kids from pre-school
through the third grade and beyond we think we can insure that
we are on-track for assuring that virtually every child can reach
third grade at grade level and on time.

We have gotten rid of all retentions and almost all special educa-
tion referra%s. Students can reach the third grade in the main-
stream on time with adequate basic skills, particularly reading
skills, if we are willing to invest in the early grades and we are
willing to use the most effective programs we have and the most
effective means of disseminating the programs to schools, by pro-
viding training and follow-up at the school site. I don’t want to pre-
tend that every aspect of what we are doing is optimal or that we
understand the effects of each part of the program. What I hope
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will happen is that there will be many different people, many dif-
ferent centers of activity that will try to solve the same problem.

I cannot tell you our answer is precisely the right answer. But I
can tell you that I believe strongly that our question is the right
question. The question of how to apply compensatory education dol-
lars and other dollars to assure students succeed instead of main-
taining students in a condition of partial success and partial failure
for many years.

That is che trick that has to be done. That is the objective that
has to be accomplished, to find ways to start off with kids so they
are successful the first time they are taught, they never enter the
special or remedial education population in the first place, but are
successful from the word go.

I think there are many Federal policies that are necessary to
bring about the condition that I have talked about here on a large
scale. I think that one thing that is necessary is continued research
and development of effective programs for youth in trying to get
kids off to a good start. Another is continued regulatory reform as
has been begun by the school wide project provisions of the recent
reauthorization of Chapter 1 to allow for schools to concentrate
their monies more on the early grades to use the money more flexi-
bly to try to see that kids don’t fall behind in the first place rather
than to have to be used remedially when the student have already
fallen behind and are already in big trouble.

My paper talks about some of those policy implications. I will
leave off now and sec if you have questions or concerns.

[The prepared statement of Robert E. Slavin follows:]
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Every child can Jean. This is not a pious generalization or wishful thinking, buta
practical, attaingble reality that is a critical starting point for any discussion of educational
reform. For if virmally every child can attain an adequate level of basic skills, thea the fact that
so many do not places responsiblity on policy makers and educators. Before polio vaccines were
developed, govemment had little responsibility for preventing polio, except to spoasor rescarch;
afterward, however, government bore a responsibility to see that polio was prevented, since it
was clearly feasible 10 do so. We now have evidence that all but perhaps 2-4% of students can
read at what we now consider grade level. With additional research and development, we can
probably reduce reading failure even futher. If this is true, then our responsibility as a nasioa is
clear: do whatever it takes to create conditions under which reading failure is prevenied as
surely as we prevent polio or tuberculosis.

This paper is divided into two sectioas. The first briefly discusses evidence on "what
works” for students at risk of school failure. The second discusses federal policies and programs
needed to promote the restructuring necessary to ensure success for every child.

Effective Pregrams for Students at Risk o

My colleagues and I at The Johns Hopkins Center for Research oa Effective Schooling
for Disadvantaged Students (CDS) have been reviewing research on effective programs for
clementary stwdeats at risk of schoci failure. The resulis of these reviews have been published in
several locations (Slavin, Karweit, & Madden, 1989; Slavin, 1987; Slavin & Madden, 1989). In
identifying effective programs, we focused on those which had been rigorously evaluared in
comparison with traditional instruction, produced educationslly meaningful impacts in resding
and/or mathematics in schools serving diszdvantaged or low-achieving stndents, and could be
readily replicated in other locations. The programs fell into three major categories: prevension/
early intervention, improvements in classroom practice, and intensive remediation.
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Prevention/Early Intervention

Imagine that children are playing at the top of a cliff, and are in danger of falling off.
There are two actions we could take. One is to place a fence at the top of the cliff. The other is

to put an ambulance at the dottom.

In education, we almost always choose the ambulance instead of the fence. For many
children, compensatory or special education services are both too little and too late. In partic-
ular, far too many children fail to learn to read in first grade and are then retained or assigned to
remedial or special education programs. The damage this does to the child's self-esteem and
attitude toward school can only be guessed at, but the impact on students’ long-term progress in
school is clear; disadvantaged third graders who have failed one or more grades or are reading a
year or more below grade level are extremely unlikely to graduate from high school (Howard &
Anderson, 1978; Lloyd, 1978). These students are also seriously at risk for delinquency, drug
avuse, early pregnancy, and other problems (Kelly, Veldman, & McGuire, 1564)

Yet there is growing evidence that early reading failure is preventable for the great
majority of students. For example, Ohio State’s Reading Recovery Program (Pinnell, 1988) has
demonstrated that more than 80% of the lowest-performing 20% of students in most reading
classes can be successfully taught to read by use of specially trained tutors providing one-to-one
instruction, and need ro further remedial services though the elementary grades, Other one-to-
one tutoring programs, such as Programmed Tutorial Reading, Prevention of Leaming Disabili-
ties, and the Wallach Tutorial Program (Dorval, Wallach, & Wallach, 1978) have also shown
substantial positive effects of tutering on the reading achievement of very low achicving first
graders (see Slavin, Karweit, & Madden, 1989). Our own Success for All program (Madden,
Stavin, Karweit, & Livermon, 1989; Slavin, Madden, Karweit, Livermon, & Dolan, 1989) also

uses ons-to-one tutoring as part of a comprehensive restructuring of elenentary education.

Success for All is described later on.

U
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Studies of one-to-one tutoring programs and of Success for All indicate that success in
reading may be achieved for the great majority of at-risk first graders. Coupled with evidence
about what happens if students do not succeed ift reading in the early grades, there is a strong
rationale for early and intensive intervention.

Two additional major categories of preventative interventions are preschool and
extended-day programs. Research on preschools finds short-lived but important effects on
language skills and IQ (Karweit, 1989a; McKey, Condelli, Ganson, Barrett, McConkey, &
Plantz, 1985), and similar effects are found for full-day (2s compared to half-day) kindergarten
orograms (Karweit, 1989b). Long-term effects of preschool panticipation on high school
graduaticn rates and other variabies (but not academic achievement) have also been reported
(Bermueta-Clement, Schweinhart, Barnett, Epstein, & Weikart, 1984). Regardiess of the long-
term effects, however, the well-documented short-term effects of preschool and extended-day
kindezgarten programs are probably valuable 2s part of a comprehensive early prevention plan in
that they almost certainly increase the chances the * intensive reading programs will be effective
foc at-risk children.

improvements in Classroom Practice

The cheapest form of prevention and the one with the broadest potential effects is
improvement in the instruction given to students in the first place. Improvemeat in classroom
practice can be brought about in many ways, from improving selection or preservice training of
teachers to specific training in classroom management skills or improved methods of delivering
traditional instruction. However, in studies of at least & semester’s duration in schools serving
disadvantaged or low-achieving students, the instructional interventions we found to be most
cffective were ones that were quite different from traditional instruction (Stavin, Karweit, &
Madden, 1989). They fell into two broad categories: continuous-progress models, and coopera-
tive leaming models.
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In continuous-progress methods, sadents proceed at their own pace through a sequence
of well-defined reading or mathematics objectives. They are taught in small groups composed of
students at similar skill levels (but often from different homerooms). Students are frequently
assessed and regrouped based on these assessments. Examples of successful continuous-
progress models range from the highly structured and scripted DISTAR Program (Becker &
Camine, 1980) to such programs as U-SAIL (Hales, 1983) and PEGASUS (Hendress, 1979)
which use similar flexible groupings and skill hierarchies but adapt to existing curriculum
materials and teaching methods.

Cooperative leaming methods involve studer s working in 4-5 member lzaming teams to
master material initially presented by the teacher, Cooperative leaming methods have been
successfully used in a wide range of subjects and grade levels {Slavin, 1989). But those which
have been most successful in long-term studies involvin g disadvantaged students have been two
comprehensive models which combine cooperative learning and continuous-progress
approaches. These are Cooperative Integrated Reading and Composition (Stevens, Slavin,
Madden, & Famish, 1987), and Team Assisted Individualization (Slavin, 1985).

The advantages of using classroom change models to prevent learning problems from
developing are apparent. Students who leam successfully the first time they are taught are sure
10 feel better about themselves and the subject they are studying than are students who require
any form of remediation. All the problems of coordination between regular and remedial or
special education teachers are avoided.

The cost of classroom change is trivial compared to that of remediation; for the cost of
only two students in a Chapter 1 pullout model (about $1,000 per year), any classroom could
undertzke a first-rate implementation of any of the classroom change methods listed above,
complete with materials, extensive training, expert and/or peer coaching, in-class follow-up, and

SO on.
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Intensive Remediation

One of the most vexing features of traditional practice in remedial and special education
is the fact that students often receive such services year after year with little chance of ever
getting to a Jevel of performance that would enable students to profit from regular classroom
instruction without additional services. The problem is that remedial and special education
services are typically mild interventions, students are taught in smaller groups and may receive
wdditional minutes of instruction, but at best this may keep them from falling further behind
rather than accelerating them toward age-appropriate performance.

Remediation should always be the last option in a comprehensive restructuring program,
used only when prevention and classroom change have been inadequate. When remedial
programs are needed, however, they should be intensive and fully adapted to students’ unique
needs, achieving or simulating the one-to-orie tutoring setting. For example, perhaps the most
effective remedial programs are structured peer tutoring models, such as Training for Turnabout
Volunteers and SCORE, and volunteer programs such as the School Volunteer Development
Program (see Madden & Slavin, 1989). The one-to-one tutorial model can also be simulated by
responsive and sophisticated forms of computer assisted instruciion, such as the Computer
Curriculum Corporation’s programs (Ragosta, 1983), although the effects of CAI are highly
variable and typically much smaller than those of tutoring (sec Madden & Slavin, 1989).

Comprehensive Restructuring to Ensure Student Success

The day a group of four- or five-year-olds enters school, the school district can predict
that a certain proportion of them will experience leaming problems (although it is not possible to
relinbly predict which students will have problems). Schools need to have a comprehensive plan
designed to do whatever is necessary to see that the number and severity of leaming problems is
small in the first plsce, and that intensive interventions are applicd when any problems do

.
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appear. Themonemnﬂalgockofwiymdelemumymmmustbetoweﬁmm
mﬂenuhvedxehmnuryxhwlﬁmaﬁrmbaﬁsinbuicﬁﬂ&apodﬁvexummd
aloveoflca:mng. Anmn;thuwmuammmmndndfonﬂsaﬂcuumqum
phued interventions throughout studeats’ school careers.

OnecnmpleofacomptehensivephnoﬂhiskindisomSmcessf«Aﬂmgnm(Slavin
etal, 1989; Madden ct al, 1989), currently being implemented and evaluated in six schools in
Bﬂﬁmmplmomwhinhihdelphig&mlcmn,Sm&Cuoﬁn&tndmﬂBaﬁn,Muyhm
All but one of these scbools(ﬂzeoneinBaiin)isaChaplcrl schoolwide project, meaning that
atleast 75% ofsmdentsrecciveﬁeelunchandallsmdenumbeaeﬁtﬁommpwrl monies.

The Success forAllpmgnmummanyoftbcpmgmmzdcnuﬁedmwmvxcwof
effecnve programs for students at risk (Slavin, Karweit, & Madden, 1989). It usually provides
developmennlly appropriate preschool and extended-day kindergarten programs, and aiways
provides one-to-one tutoring to students in grades 1-3 who are having the greatest difficulty in
reading. The tutors are certified teachers who also teach a reading class, reducing class size in
reading. Success for All schools use 2 specially designed beginning reading curriculum which
uses phonetically regular minibooks, whole-class instruction, partner reading, story telling and
retelling, and other elements derived from research on carly reading instruction. Beginning at
the primet level, a form of Cooperative Integrated Reading and Composition (Stevens et al.,
1987) is used. Students are assessed in reading every cight weeks, and the asscssment results are
used for grouping and to determine which students are in greatest need of tutoring, Cooperative
learning programs are also used in writing/language 1ts and in mathematics.

A program facilitator works in each Success for All school to help teachers implement
the program, and a family support team helps build positive school-home relasions deals with
problems of attendance, behavior, nutrition, health, and so on.
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The goal of Success for All is to see that every sudent ends ihs iiid grads ai o7 nTar
grade level in reading and other basic skills and maintains that level through the fifth grade.
Retentions and special education referrals are reduced or eliminated. The idea is that by use of
strategies 1o prevent leaming problems (preschool, extended-day kindergarten, research-based
instructional programs, family support) and to provide carly and inteasive interventions when
learning problems appear (tutoring, home interventions for attendance and other problems),
virtually all students can succeed on time and in the mainstream. Results from the first year
* show that the program is on the way toward mecting its goals; reading achievement in grades 1-3
approached the 50th percentile on individually administesed reading tests (the control group
averaged at the 28th percentile), and retentions and spewial education referrals were drasticatly
reduced (see Slavin, Madden, Karweit, Livermen, & Dolan, 1989).

Policy Implications

If we know we can make a substantial difference in the achievement of low-pesforming
students, then we have a moral imperative to ensure that we do make that difference. But how
can we bring zbout a state of affairs in which school districts are choosing from among proven
programs, implementing these programs effectively, and producing a measurable benefit for their
at-risk students? To do this on a national scale, we need many changes in legislation, funding,

and practice. These are sketched out in the following sections.
1.  Establish a valid list of effective programs for at-risk students.

The first task to be accomplished is to compile a set of existing instructional programs
which we can agree show substantial evidence of instructional effectiveness. Educators are
bombarded with claims that one or another program is effective. Distinguishing programs with

rigorously evaluated, consistent effects from those with less convincing evidence is cssential.

ERIC
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ScbooidimicumthnnmmbbwnﬁdcmcthnmmmmtinnpnﬁcumW
will pay off in student achievement gains,

A mechanism that already exists for identification of effective programs is the U.S.
Department of Educations's Joint Disscmination Review Panel {JDRP), which reviews programs
developed under f=deral funding to see if they present adequate evidence of effectiveness.
ngnm_s which pass JDRP review are eligible foc funding and disscminy tion through the
National Diffusion Network (NDN),

The JDRP-NDN process is conceptually sound, but has many flaws in practice, First, the
panci ha.sncndedtolookforpmgnmswiu:hrgecﬂccts.buthupaidlmamnﬁon to experi-
mental design, This has ledtod)eacocpmnccbymRPofmmypmjects which used fall-to-
spring percentile or normal curve equivalent (NCE) gain as criteria for program effectiveness;
the majority of the more than four hundred JDRP-approved programs used such designs, which

L have recently been found to greatly exaggerate program effectivencss (see Gabriel, Anderson,

. Benson, Gordon, Hill, Pfannensiiel, & Stonzhil, 1985). Socond, the evaluations preseated to
JDRP may represent atypically effective sites rather than effective programs. Third, many
programs approved by the JDRP were developed to meet local needs, and do not lend themselves
toreplication elsewhere.

What we need is a much shorter list of proven programs which could be used effectively
to prevent school failure. The programs mentioned cariier represent a "first pass” at such a list,
but there is a need both for a broader sct of effective programs and for better research on these
Pprograms,

: o
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2. Provide resources to help districts adopt cffective practices.

Once we have 2 list of effective models which could be used to meet the needs of
students at risk, we will need a mechaniem for getting these programs successfully implemented
in schools, particularly Chapter 1 schools. There are many ways this could be worked out. For
example, state or regional Chapter 1 Effectiveness Centers might be established with staff trained
in the various effective models and in successful dissemination/implementation practices. These
centers might conduct inteasive staff development programs with teams of teachers and adminis-
trators from various districts, as in California’s highly successful Multi-District Teacher Training
Institutes (see Calderon & Marsh, 1987). Aliernatively, state-level agencies might be established
to bring developers of cffective programs into locat districts, much as the NDN's State Facilita-
tors do now. At the local level, some proportion of Chapter 1 funds or additional funds ear-
marked for this purpose could be set aside to pay for training, followup, and evaluation of
effective models.

3.  Fund research and development of new effective maxdels.

Many of the effective programs we identified are very old. Most were developed in the
1960's and early 1970's when federal money was available for program development. However,
since the Nixon administration, there has been linle federal support for the kir;ds of comprehen-
swve developrent and evaluation of instructional programs which kase the greatest promisc for
making substantial differences in the achicvement of at-risk swdents. It is important to provide
school districts with a wide range of cffective programs to choose among and to place a substan-
tial commitmest behind a serious, long-term effort to translate the knowledge about teaching and
leaming accumulated over the past twenty years into coherent, comprehensive instructional
programs for students at risk. Billions have been spenton Chapter 1 activities, millions on
Chapter 1 evaluation, but not one cent has been spent on development and evaluation of
research-based programs specifically designed to use Chapter 1 resources to prevent or remediate
leaming problems.
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Whnhneedodhaﬁmblc.lmg-namcoumﬁnmntwmﬁonofetfecﬂvemmmfm
at-risk students. Scmﬂpmp:ofmmlnnmddcvclopms!mldbeﬁmdedmfoﬂowa
rational sequence of development, pilot testing, small-scale evaluation, large-scale evalustion by
developers, and large-scale evaivation by independent evaluatoss. Some projects already in
exi:tencemightbelblcwbeginalomepointindnemiddleoﬁhhlequmce.whﬁcothaxmight
needmobexinmheconeepauunumsugc. 'lheidea,zbough,wouldbewge(ﬁlevaybest
uﬁndsinedwaﬁmdmmhanddevehpmmt(mdxﬂmdﬁelds)waﬁngmwudawcu-
defined objective of enormous importance: prevention, carly interveation, and remediation of
leaming protlems among students at risk of school failure (see Slavin, 1987),

4. Establish independent evaluation centers.

Evaluations of programs by extemal, independent evaluators would be essential in
msmingmebcucvabilityofpmgnmeffecu. If we are to invest heavily in a small number of
pmgnms.itiscritialzhnmmublewplweagxwdalofﬁiminddrmlmﬁom. The
federal government should fund one o more independent evaluation centers, whose job would
bemovmeemdusistinmdcpcndcntpmmmevﬂmﬁonsoonducwdbymandloa.l
education ageacies and to conduct evaluations of their own,

These independent evaluations are a critical final step in the development-cvaluation
sequence described earlier, Among other things, the knowledge that their products would
ultimately be subjected to independent evaluation on vahd achievement neasures not specifi-
cally keyed to their own approach would force developers to conduct high-quality evaluations
themselves and to avoid designing strategies which cssentially "teach to the test.”

Obviously, it would be several years before newly dcvelopcdpmgmmscouldbcmdy
for the independent evaluation. However, the independent evaluation centers could begin by
evalusting the most promising of cxisting programs, such as those discussed estlier,
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A Penny Propozal

Imagine that we had a set of instructional programs that we knew to be instructionally
effective (if properly implemented) for students at 1isk of school failure. Imagine that we knew

T n ek AR oo ox Mo

what was required to implement and maintain these programs and there were adeguate resources
available to provide the training, support, and tfollowup needed to implement thetn. Such a state
of affairs would completely alter the situation we face now with respect to the education of
students who are at risk for school failure. We would no longer have excuses for failing to
provide the most effective interventions for the neediest students; to do so would properly be

seen as being as unacceptable as withholding cffective medical treatment from children with

R A

curable diseases.

To bring about this situation, the most iinportant and least expensive requirement is 2
long-term commitment of funds to get the best minds on the problem. It is shameful that in the
4.1 billion Goltar Chapter I program there is nothing allocated to ensuring that the programs
bought at such cost actually pay off in significant acceleration of student achisvement. Yeta
¢ penny on the dollar would do it. A penry on the dollar would mean $41 million allocated solely
10 research and development of effective Chapter 1 programs. This is such a small portion of the
total Chapter 1 appropriation that it could be raised virtually without reducing services to

children.

Can we afford 1o spend one percent to make the other 9% of Chapter 1 funds pay off?

A better question is can we afford not to do so. No one who looks dispassionately at the results

T of well-designed evaluations of existing Chapter 1 programs can possibly conclude that weare
using Chapter 1 resources to maximum advantage. We know that disadvantaged and low
achieving students can leam. When they fail, it is the system that has failed them. Perhaps at
$500.00 per student, Chapter 1 in itself may not be able to "break the cycle of poverty,” but for
$5.00 per student we can certainly break the cycle of poor programs for students at risk. Itis
imperative that we do so.

12
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Oucewehavcnclurideaofwhichpmgnmsoreombimﬁonsofpmgnmsmenm

success for virtually all students, then existing Chapter 1 o other federal funds can be shifted to
support these programs. Inatkiition,itislikelydmsmeandlocalfundswouldbedcvowdto
this purpose. Whatmnwdismcwaysofnnningmomyintosxmforallsmdents.mditis
to that end that federal policies must be diected.
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The CHAIRMAN. Thank you, Mr. Slavin.

As we indicated, we have since restricted these forums in such a
way that we deliberately don’t want to ask questions because we
don’t want to get into anything that may in any way detract from
your prepared statement. We want to allow witnesses full freedom
to say something even though we ma disagree with it.

Personally, I don’t know of anythi with which I would dis-
agree. But we certainly express the appreciation of the committee
for your accepting the invitation. I thi your statement really

speaks for itself. It is a very comprehensive and very profound
statement.

Mr. Goodling.

Mr. GOODLING. As a clarification, did I understand you to say
that your one-on-one tutoring program comes from Chapter 1
money? Is there no other money that goes into it?

Mr. SLaviN. This varies between the different schools. I talked
about the Cadillac and Chevy versions of the grogram. The Chevy
form of the program uses existing Chapter 1 do
centrated with the younger kids and are at the level that would be
applied to school-wide projects. This is in Baltimore where there
are 30 new school-wide projects in the elementary schools.

Basically all 30 of those schools got the same level of funding. We
took that level of funding and used it as a basis for hiring tutors
and for primarily hiring tutors and family support staff. We did
supplement slightly the Chapter 1 money with money for materials
that were not the traditional materials the schools were using and
also the half time facilitator.

Mr. GoopLiNG. Did you encourage volunteers to participate?

Mr. SLAVIN. No, because we wanted to create conditions that
could exist in any school. If you start getting a lot of volunteers
involved in a particular school, large numbers of volunteers, we
could have scoured Baltimore and concentrated volunteers in that
one school and made a big difference in that one school.

But we wanted to create conditions that could be replicated in
any Chapter 1 school or any school-wide project in the country.

We do encourage volunteerism among the parents who happen to
live in the community. So we have some level of parent volunteer-
ing within the program. but we did not encourage volunteers from
outside the community to come into the schools.

Mr. GoopLinG. How long has this been going on?

Mr. SLAVIN. We are just beginning the third year with the first
school, Evanston Elementary in Baltimore. We sre in the second
year with mest of ke other schools. Some are starting this year.
We expect to follow the kids for meny years because part of what
we are betting here is that we will be able to help students out of
Chapter 1 services, out of special education and have a greater suc-
cess in the middle school and beyond. We will be assessing that
over time.

The CHAIRMAN. Well, thank you again, Dr. Slavin. We appreciate
it. The continuation of the forum will be at 9:30 tomorrow morning.
f\jVe tXiﬂl proceed throughout the day. That concludes the hearing

or today.

[Whereupon, at 1:55 p.m., the committee was adjourned.]

{Additional material submitted for the record follows.]

154




NATIONAL
CENTER __—
ON

Em( I IVE Urmversity of Wut/c:m-\(duonm

Wi Cenzer for Educatron h
SECONDARY w‘z‘?’:,_”;m“ e e
SCHOOLS Madison, W1 $3706
{608) 263-7575

Congressman Augustus Hawkins

clo Barbara Dandnidge

Committee on Education and Labor
2371 Rayburn House Officc Bidg
Washington, DC 20515

Dear Coogressman Hawkins:

I regret that previous commitments prevent e from meeting with the Committee on Nov~mber
13. Please comsider this my resporse to your kind invitaticn of October 20.

Oze of the major problems of education & that we don't know enough about bow to teach all
children cffectively within the current educational structures. We have made progress in
dzveloping a solid knowledge base, and to demonstrate this I enclose 2 summary sheet which
describes what the Natiopal Center on Effective Secondary Schools hes accomplished - in less
thaa four years. Still, there is much to be leamed. Unfortunately, OERI has proposed not to
continue funding for either an clementary ar secondary rescarch certer beyond November of
1990, Without coatinued, center-based, research on the unique problems of reform in
clementary, middle and hizh schools, school improvement programs will be less well-informed.
Our views cn thiz matter have been communicated in more detail to Lawrence Peters in
conjunction with hearings held recently by Congressman Owens.

-

Education reforms have deal? with increased course requirements, teacher saleries, testing,
elfective schools models, special programs for students at risk, school-site management, and
teacher preparation, but our rescarch on high schools indicates that these efforts have failed to
retiedy at least three problems that lie at the heart of sigrificant educational progress.

The Grst is that most students expetience school as a series of flecting, fragmented tasks that
often make little sense, that have no app connection to students’ lives, and that provide
little opportunity for students to use their minds to create something of value. Students may
jearn (temporarily) about countless subjects, and they may complete skill-building excreises, but
these efforts are rarely applied or integrated into authentic discourse. In shart, studeats don't
learn to have thoughtful conversations (written ot oral) about important topics. This is most
evident, perhaps, in poor job performance, but also in the low quality of civic dialogue and in
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the failure to successfully manage one’s personal affairs. To attack the mindlessness of
schoo‘gisaeomplhtedmjcc!,butcncimponantstcpistoreduocthcpmurcfor
coverage in the curriculum. Wcmmttuchlessmatcﬁal,butingratcrdeplhsothatstudcms
mnapplyitinmtivcnystoth&owncxpaicme. This will involve changes in curriculum
requiranentsmdahomImofmmcatthatnqtﬁrcsmdcntstotalkandwﬁtc
thoughtfully about important issues.

ThcsemndmainpmblemkthatthechmgingmuaumoftheAmaimnfamﬂy,hmed
dhnkdhasity.awidminggnpbdmrkhmdpmr,andthcgrmnhofbummcyud
mmlinﬁonhzvcauconlrﬂ:utedtoadxﬁncinthesemcofcommunity. This robs children
of the critical social support they need to succeed in school. To work hard and invest
mcmdminuhoohmdcnsneedbopcin!hcfummdfdthinthmdva,butch
mnnotbenmtuxedin!hcabscoceoflongmmﬁngrdaﬁonshipswith adults who represent
positive role models. The cffective schools mavement touches on this by stressing high
expectations for all students, but this concern for cognitive achievement has to be buttressed by
more comprebeansive personal support. We can 0o longer assume that these needs will be met
by family, church, and other private voluntary sources. Instead community-wide efforts that
indudcsd:ookmneadedmoﬂ’eﬂhcbngmmnﬂbondingmdmmquimdfm
student success in school,

thacisuamwbcaddr&edpmducdvdyﬁthinhighwhwk,wchmewmmidamc
diffcult demands they present to tud:asandbowthesdxoolasamkphccdthabclpsor
gets in the way. chondthefamﬂiarpmbleunoftoomnystudcntstotuch,andinﬁequatc
hnuuaionz!mauﬁak,mﬁndammﬁmdammta!dcﬁquinthewaywuhm’workk
organized: they have almost no opportunity to seck and receive help from one another or to
develop innovative collective solutions to problems of curriculum, teaching and student support.
wotk hmmwdcvdopmﬂeaivemhip of new programs, they can invent creative
solutions which improve their skills, their morale and the achievement of students as well.
Meaningful educational innovation requires staff ownership and that ownership is best built
upon school-site development through collegial relationships.

At this point I am not prepared to comment on specific legislation that would best deal with
these problems. But I would be pleased to comment on such matters i the future,

Thank you for the invitation to comment, and best wishes for a successful symposium.
Sincerely,

2.9 Vo

Fred M. Newmann, Director
Professor of Curriculum and Instruction

¢c: Andy Porter, Gary Wehlage, Annc Lockwood, John Palmer




EFFECTIVE | tmoenty of Wiconsm-tc
SECONDARY Wesconsin Censer for Educanion Research

. 1025 W johnson St
SCHOOLS Madison, W1 53706
(608) 263-7578

National Center on Effsctive Secondary Schools
Summary of Accomplishments
December, 1985 - October, 1589

Overview of the Mission s

Buedonmcwmofwbm,adnﬁnkmwﬂ.mdpamb,lhe&nwhmtoamdonme
problem of bow to engage studeats in academic work. Previous rescarch shows that this cannot
bcwomp‘.ishedsimplybychangingcoumrequircmcnb, adopting pew texts, training teachers to
use pew teaching techniques, or mandating testing. Increasing high school students’ engagement
in learning requires instead a comprehensive look at many aspects of the studeat’s leaming
environment and aa effort to integrate promising reforms in several areas simultaneously. The
Ccnlcrhmsmdicdﬁvcminmbowtopmmowhigbaordeﬂhinkinginthecuniwlum; bow
to build successful programs for students at risk; how ability grouping and the quality of instruction
interact t0 affect engagement and achicvement; how student expeticuces in the family, peer group,
extracurricular activity, and on the job affect school engagement and achievemeat; and kcw to
improve the quality of teachers’ worklife. A better understanding of cach of these arees will
contribute 10 a more comprehensive effort to cohance studeat engagement and achievement. In
addition to these research projects, the Center has published several recearch syntheses oo topics
critical to secondary education and spesial reports on aew forms of testing and assessment.

Key Findings and Products

For cach project we summarize illustrative findings 2nd productivity in publications (which includ
items published and accepted for publication).

Higher Order Thinking. Students are more engaged in classes that promote higher order thinking.
Exemplary social studies departments can achieve high levels of thinking with studeats of all ability
Jevels when the depattment chair and principal support programmatic efforts in this direction. For
most schools, kawever, seticus obstacies stand ie the way, especially the pressure to nver material
and teachers’ sense of inadequacy in conducting discussions. Publications: twelve articles and one
book.

Programs and Policies Affecting At-Risk Youth. At-risk youth differ dramatically in social

background and peeds, but successful programs find ways to personalize their education. The

programs build a sense of school membership through a professional culture that emphasizes
| teachers’ moral responsibility to educate all students and by offering teackers opportunities for
| ducational entrep hip to develop acw programs. The programs often increase student
‘ engagement by modifying the formal 2cademic curriculum to apply more dircetly to students
} experience. Publications: tee articles and onc book.
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8 November 1989

TO: The Honorable Augustus R Havkins

. Chairman
Committee on Bducation and Labor
U.S. House of Representatives

. 2181 Rayburn House office Building
Washington, p.C. 20516

PROM: Dr. Donald M. clark

President and Chief Executive Officer
National Association for Industry-Fducation
Cooperation (NAIEC) .

235 Hendricks Blva.’

Buffalo, NY 14226-3304

716/834-7047

RE: Written Testimony Submitted for the Record to the
Coanittee on Education and Labor on Hearings on
the status of pyblic Education and Recommendations
for Improving gur Schools scheduled for 13-15
November 1989, Vashington, p.cC.

Hr. Chairman, 1 appreciate the opportunity to present ny
rerspective on the .state-of-the practice in public education and
reccamendations on vhat must be done in improving our schools.

My vievs are based on 32 Years in education as a former public
school teacher, district school administrator, certified school
superintendent, former undergraduate and graduate college profes-
sor and administrator, and experience in corporate |anagement,
extensive mnilftary service culminating with assigments at Depart-
ment of Army level, and radio and television. Over the past 20
years, I have held leadership positions in the industry-education
collaborative Roversnt, and am entering my 11th year as Chief Ex-
ecutive Officer of the National Association for Industry-
Bducation Cooperation(NAIEC) headquartered in Buffalo, Newv York.

Information on the mission and scope of NAIEC's national
Program is attached to this statement.

STATE-OF-THE PRACTICE IN PUBLIC EDUCATION

Public education in the nation i3 a mess. Therze is a crush-
ing amount of avidence to make it painfully clear that a great
majority of the more than 15,000 achool districts operating in
the us, including those serving the more affluent communities,
are close to bankrupt when it comes to producing the learning
neededby students, communities, and the nation as a vhole,
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Our schools have already dumped millions of shockingly un=-
dereducated "graduates" and dropouts on society. Reasons? Pick
your favorite: drugs, alcohol, violence in the schools, lack of
self discipline, apathy, outdated curricula, out-of-wvedlock preg-
nanpcies, television, poor diet or uninvolved parents.

The most consplcuous response to the education morass has
been a ferment of proposals and agendas in the state legislatures
in the name of school reform. Yet, little, if any substantive
reform or improvement in public education has occurred during
this decade. What we are witnessing is an educational crisis in
our nation, and the situation continues to deteriorate
vhile the federal government's response can be characterized by
proposals that focus on programs such as adopt~a-school by busi-
ness, "partnerships”, and rewvards for "merit schools”-- that have
1ittle, if any, impact on school reform/improvement.

During the past decade starting with the "Nation-at-Risk"
report in 1983, we have seen a regular flow of redundant task
force reports on school reform authored by policy issue types and
researchers who have Jccupied their time by continually redefin-
ing the problems in education but offer no solutions that have
any merit to educational practioners in the field. No vonder,
since most of these individuals haven't spent-a day in theix
careers with on-site classroom or administrative responsibilities
in the public schools.

We see and hear the same people churning out the school
reform rhetoric at conferences and meetings and cranking out ar-
ticles that represent a lack of understanding on the scope and
enormity of what must be done in furthering school
reform/improvement. The Washington establishment hasn't heard
from the practicioners in the field of public education in recent
years; the policy issues types have monopollzed the school reform
movement with their misdirected taskforce reports and studies.

Bducational summits whether sponsored by the White House or
Congressional Committees are getting us novhere. Conferences
sponsored by leading business organzations in vhich chief execu-
tive officers search for a coherent zeponse to the educational
crisis miss the central purpose of school reform. The business
community also has a crisis on its hands -- employers are running
out of qualified workers. Industry leaders such as David Kearns
Chalirman of Xerox Corporation recognize that the survival of
business depends on our scheols =- the primary htman resource
delivery systemto the workplace =-- and substantive progress in
improving our schools is not going to be achieved by concentrat-
ing on a school here and a classroos there. The entire educa-
tional system needs help, and industry has a central role in the
school reform process.

Q o
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In examining the causes for the crisis in our public
schools, it is the parents vho bear the primary responsibility
for the mess in education. Dominantly, today*s parents vant our
public schools to take custody of their offspring, send home un-
alarming report cards, and othervise not bother thenm.
should be involved vith their children's education at home, not
in the school. They should see to it that their children are not
truant, make certain that suffictent time is allocated to
homevork, scrutinize the report card, an¢ ensure
enters the class

Boards of education, by their actions, do not fully under-
stand vhat must be done in fostering school improvement.
devote far too many hours to trivial matters, are burdoned
papervork, and devote much of their time to budgets and puild-
ings, and usually nothing to education in its pure sense. Boards
are antique devices elected in most communities by a handful of
voters, and fev know much about vhat they do, or how. The best
boards, it vould follov, are those that permit an exceptional
school superintendent pushing for reform to move ahead, vith min-
imal constraints.

School superintendents should provide the leadership in
reshaping the school program. Yet, their status is precarious.
Tuxrnover among chief school officers averages five years. The
typical school superintendent is caught betvesn a groving crisis
in the schools and a board of education that holds him/her
hostage, 244 to this situation the media that is pPreoccupied
with discussing the school's failure as an institution high-
lighted by sharp, biting, negative stories. in sum, the chief
school officer is put in an untenable position constrained in
taking risks to ¢, fect change in the system.

Yhen criticism, complaints and unfriendly inspection aze
directed at public schools, wvho becomes the primary target, and
often, the victim? Teachers, of course. I often vonder how
today's public school teacher functions in a stressful climatse
charactexized by major diacipline problems, students coming fronm
4 counterproductive home and coumunity, and confronted with a
demographic mix Iepresented by a growing nuaber of economically
and educationally disadvantaged individuals, children of single
parent families, disabled, and the non-english speaking. Most
teachers are unable to cope vith this situation; they are under-
paid and fed up with being the targets of i11-informed critics.

¥e can't expect to retain faculty in our public schools or
recruit talented individuals to the teaching profession based on
these substandard vorking conditions. Further, for some strange
reason, bcards of education expect teachers to be change agants
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without allocating the necessary time and budget support for
professional staff development. This is usually the bottom line
o in a school budget.

Ad¢ to the turmoil within public education -- the state and
federal mandates that require school compliance, special interest
groups that impede rather than promote school improvement, school
. buildings that require repair and upgrading, the need for updated
. instructional materials and equipment, far too many ad-
ministrators and "specialists" telling teachers what to do
(usually people at different levels vho seldom can speak from
demonstrated expertise or success), mayors vho are turning up the
flame on both boards of education and clty superintendents be-
cause they refuse to vatch their cities sink as their schools do
not do the job, and the media which is preoccupied wvith negative
reporting on school affairs.

Finally, let's not forget the failures of schools of educa-
tion at our institutions of higher learning to provide the
quality of professional training required for effective teaching.
Schools of education should be held accountable for the
bankruptcy in the great majority of our public schools vhen it
comes to producing learnlngbeeded today by students and the na-
tion alike. They offexrjnothing in the way of leadership in
prepar ing educators entering the teaching profession to develop
and implement innovative programs and strategies geared to a
changing workplace and soclety.

We have the situation in which schools of education are con-
fronted with the need to provide leadership for an educational
system in crisis and not knoving vhat to do. Where are the
delegations of outraged citizens, angry employers, and other
critics of our public schools? You guessed it -- at board of
education meetings, when they should be gathering at the college
and university doors vhere education departments are £loundering
badly trying to figure out what they should be doing.

Ne wonder the school refornm movement(s) of the past six
vears have bubbled and sizzled. They have been to a large excent
thetorical exercises and have not materially changed the school
program or the top-heavy bureaucracies that preside over public
education.

WHAT MUST BE DONE IN IMPROVING PUBLIC EDUCATION

1. At the outset, we need to define the central purpose of
school reform (improvement). We have read and heard school
reform expressed in terms of higher academic standards, longer
school days, higher teacher salaries, and recruiting more
qualified people into the profession, for example. These are

4
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secondary factors in improving education. The primary purpose of
school reform is to effect & more responsive academic and voca-
tional program that better meets student needs, particularly in
preparing them for a productive role in the world of work.

2. There is a need to recognize that the entire educational
system needs help and business/industry has a major role in im-
proving our educational system -- not on the basis of a school
here and a classroom there -- but directly participating in the
school improvement process through a broad based
business/industry/education alliance at the local level.

3. The schools need employers' volunteer resources -- per-
sonnel, facilities, materials and equipment to develop a more
responsive program that better meets the needs of both students
and employers. The survival of business depends on the quality
of the human resources exiting from public schools.
Business/industry's competitive edge in the international
marketplace is directly tied to the quality of and performance {n
our educational systen. . .

4. In osrder for business/industry to participate directly
in improving the total school program, the first step is getting
organized into a formal structure -- a broad based alliance =~
that has, as its primary purpose -- furthering school reform, im-
proving the school to ‘sork process, and human resource and
economic development. The Industry-Education Council model is
the appropriate and proven vehicle for eeployer/education col-
laboration. The National Association for Industry-Education
Cooperation(NAIEC) has been in the forefront over the past 25
years promoting and helping communities establish this mechanism
== the Industry-Education Council (IEC) at the local level.

5. The IEC is an 1nco:po:ated{501 (c) (3)é%§f§%>ny gg’r‘gaPﬂtz.’ét-
tion with a board of directors composed of the power structure of
business, education, government, labor, and the professions. It
umbrellas either a school system, labor market area, or region
and serves both public and postsecondary education. Chief execu~
tive officers, the president of the chamber of commerce, chief
school officers (public and postsacondary), members of boards of
education/trustees, department of commerce and economic develop-
ment agency directors, mayors, and labor officials make up the
typical I1EC organization. There is staff support through the of~
fice of ~ae IEC Executive Director.

6. The 1EC is funded primarily by the education sectox, and
it focuses on furthering the school improvement process through:
(1) cooperative planning, (2) curriculum revision and the infu~
sion of career education throughout all subject areas and at all
grade levels, (3) staff development of teachers, counselors, ad-
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ministrators, and other support staff on an intensive, continuous

basis, (4) upgrading instructional materlals and equipament, and
(5) improved educational management.

, 7. The IEC, therefore, is the cost-effective collaborative
mechanism that concentrates on the real reason for
business/industry participation in education -- schocl improve-
nent. This approach differs significantly from the
"partnerships-in-education" rhetoric ve've been drowning in over
the past decade. Business-education partnerships in ths 1980's
can best be descrlbed as "tinkering at the marglin" in improving
our educational system. There 1s a preoccupation vith student
orliented activities such as f£ield trips, resource people In the
classroom, and student internships -- all needed and useful, yet
not related to school improvement yhatsoaver.

8. There has been a good deal cf good intentloned horsing
around vith employer involvement in education during this decade.
The "partnerships-in-education® 15 a movement going novhere --
one that has missed the real reason for eaployer participation in
educatlon -- school iamprovement through & formal structure such
as the IEC. As a result, the state-of-the-practice in
business/industry/education in 1989 ~- ’n the aggregate -—-
remains uncoordinated, urstructured, d°plicative, fragmented, and
conducted on an ad hoc basis. V¥e have ‘asted an entire decade In
business/industry/education collaboraticn by ignoring the lessons
of the 1960s and 1970s vhen IEC's vere being established and
directed at school improvement with career education at a major
thrust.

9. Industry-Education Councils exist in states such as
Californla, Nev York, Georgla, Colorado, and Arizona. The
Canadian Chamber of Commerce formally adopted the IEC model for
all canada in September 198§. The National Assoclation of
Manufacturers, for example, has been an advocate of IECs for the
past 20 years

10. At the state level, there 18 a need for an industry-
educatlon coordination function within state education depart-
aents in order to facilitate the interaction between the many ex-
ternal private and public agencles and organizations with
thaypducation establishasnt. MNev York institutionalized this
function in the 1970s and Alabama, for example, gctablished tkhis
coordination function -- again vithin the state education depart-
ment setting -~ in the 1980s. The National Assoclation for
Industry-Education Cooperation has, as one of 1ts major goals,
been active over the years in acsisting state education depart-
ments in this partlcular area.

NEXT STEPS
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* Before ve get both business/industry and education to act
vithin the structure (IEC) and the process (school improvenent)
previously cited, ve need to get their attention, then raise
their level of avareness -- not through another CEO conference
hgsted by major business groups or an "education suamit®, but a
series of regional conferences in vhich the real reason -- school
reform/improvexent -- is articulated and practicioners highlight
hov business/industry jolintly pursue school reform/improvement
and preparation for wvork through an organized broad based al-
liance at the local level. Here I refer to the IEC structure,
not coalitions or arragements such as the Boston Compact which
are neither long termwor directed at school reforp/improvenent.

* The US Department of Education would be the appropriate
agency to conduct these regional conferences coordinated through
their its regional office netvork and in cooperation vith the Na-
tional Association for Industry-Pducation Cooperation(NAIEC).
Decision-pakers from business/industry and education
(public/postsecondary) would be invited to participate by the ED
Secretary's Regional Representative. This wvould be a general in-
formation conference on business/industry/education collaboration
in school reform to be followved by a training program developed
byFAIEC?ndoffezed to those vho express an interest in estab-
l1ishing an IEC and the school improvement process.

* Legislation should be enacted as soon as possible to re-
store federal funding for career education. The career education
movement in the 1970s and early 1980s originated in the Office of
Career Education at the US Department of Education under the
direction of Dr. Kenneth B. Hoyt. It is puzzling as to why no
mention of caree¢r educetion has been made in the over 30 major
reportson sichoo) reform during this decade. Career education
concepts need to be infused into all subjects in order to provide
students vith an understanding of hov their subjects relate to
various career fields; opportunities for self assessment
of their intereats, knovledge, abilities ands capabiiities; ana
an occupational information delivery system neceszary for making
career choices. Dr. Kenneth B. Hoyt has developed a Businses/
Industry/Education Career Development Legislative Draft vhich ad-
dresses (1)school xeform, (2) preparation for work throughout the
entire educational system, and (3) a broad based formal
business/industry/education allfance such as the IEC -- all vired
together and built upon a solid based of research and results
from the career cducation movement of the previous tvo decades.

* The changing damographics are a major challenge to the
schools, and as previously stated, professional school staff
simply cannot at this time cope vith this nev mix of students.
Enployers also face this problem in inteyrating nev vork entrants
into the labor force vho come from an economically and education-
ally disadvantaged background lacking basic skills along vith
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. those vho are disabled and non-english speaking. A study is

¢ needed on hov business/industry and education can develop a joint
response to the changing demographics in our schools and in the

: vorkforce. The typical federal response is to throw money at a

‘ short term project for a discreet group such as minorities or an

activity for dropouts involving a school here and a classroonm
there.

SUMMARY

Py
S -

School reform over the past decade has been a charade. We
have a human resources crisis both in our schools and in the
vorkplace and ve've vasted these years in redefining the problem
in our schools; heard calls for "restructuring™ education without
understanding that organizational change comes slov in education,
and it's the educators vho need the appropriate knovledge and
skills in order to effect change in the school program; wvitnessed
the failure of business-—education partnerships in having an im-
pact on school reform; and have been buried with an avalanche of
redundant literature by non-practictioners on school reform and
partnerships in education.

e e

vy
e

T

The situation is going to vorsen in American education.
It's time for employers and educators to get their act together
and form a broad based forral industry-educztion structure such
as an IEC and address improving education through the process
previously outlined in this discussion. Rducation is sexiously
underfunded, and nothing less than the scale of a Marshall Plan
vill begin to bring the changes needed to meet human resource
needs nov and through the 21st century. ¥We've had enough of
band-aid solutions by the publiic and private sectors. The poten-
tial for a strong and effective business/industry/education al-
liance directed at school reform/improvement is there ~-- the
problem is, that it has alvays been there.
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WHAT NAIEC IS
The Nesionsl for Industry-Education
Cooperation is the nation’s principal sdvicate
for fostering

5 e aod
ocor.emic

systamatic manner moem reepoasive
wmmammmmwwm
’M employsrs. MAJEC exists to provide this

As ¥ nstional vokuntary non-peofit 501 {}{3) or-
wmnnprumcbvcsdbauolm
barship from corp
achool

i !nd F jes, an
roie St ol y-ackucats a
st lon dep- o gen-
cles, laber org and professionat
grovps.

RAIEC has Uw experience, credibiliy, track re-
cord, $nd capability to maks things happea. it
has raceived 8 Prasidential Citation and other
cwaydalo(mundng lnhxmndngwhool

atthe
loulmdmuumb.

WHAT NAIEC STANDS FOR

NAIEC'S programs are Lased on the foﬂovmq

fundamenta! convictions:

1. A formal structur® such o8 N’IloduﬂM'u
von council pmvidu the most cost-effactive
partnership mect.anism thi ugh which indus.
trycan chmndmmmwmmlmom
totsd and

2.The primacy areas fot mw-m Joint
*ftorts directed 8t achool Imp:wmor:m are:

slon, in-
service ua!nlog ol mol suﬂ. upum.'.&g in-
and ime
proving oduudoml
2 Anlndi nsrianf

rhomnhvollsmm'wmwp:ngumuw
H e lon and  tha

® Esadlishing hdmuy{duc
ships/Counclls ptov-dimuehmulm

4 ™\ 4

HOW NAIEC SERVES EDUCATION AND HUMAN W
L o RESOURCE/ECONOMIC

The fulfBs its objectires by: DEVELOPMENT

Mpmul«ymwmunndwuwdo
industry ch

Serving 2 3 anstionsi cleannghouss ford s~
try spon jored edurationst mcudda.oyuu

ing services.

fustion, snd initia?~g Andpoﬁcy
stucizs.

® P ing ve career education and

L hip prog nd
and school basad Job placament.

® Oevelop ing 8nd dil
newmdlmprwodwnmmomamam

journals films,
and guides and &n sn-
nual neions! showcase conference.

Ma-nulning m !ohon mvx mhn mc;or
din in-

duwy-od-mn partnerships such 23 the

US Chimber of Commarca, Amencan As-
o School A

Ahsnce of Business. American Socisty for

Training srd Cevelcpment, snd the Amancin

Assocrstion of Commundy and Junlor Col-

leges.

employment community [n the s7238 of school
il ¢ dorsiopment )

\. _J

tance On operaticn and programming relsied ith 8 shulled,
t schocl improvemant. workfercs.
b S work, the
L4 l‘. i 3 Pt ! , and re- uhoolsnnd mcuﬂtY! volunteer 1e30UrCes =
gional b'ghighting dersh and -
in industry D whﬂpmww:mw.m
ton. proMm.’w c3oerr educauon sysiem. Indusiry
50on = the pomary human re-
mmdcﬁvw:ymmwmmnlm e
® instalh mfl prog: such Wrmrumo’wmmd@rmmm
as C R v co- priste banc, yabiity, #nd mackat.
signed 10 img. snd s, 1, 1, !b!!!.
m:ouqhmcuuoﬂoul mdustrv and cther
Y Industry iad is es3e7bal
ncudngmm-muhbmm,oba and j0b

seckers and the gap Between workforcs reGuite-
meats and student preparation (o werk, particy-
12ty ameng spacisl needs grouos.

£ducation i is 2lso plnrng astayroleinthe mmmq
and

al3 for salf emplayment, and prowcing technicst
335750504 10 entrepeeneurs.

Improviyg the guahty of humaa resources
throus* indumymu-on jont mom I¥]
prionty 1n and
butiness - the core of an 3res’s x0AOMIC Oe-
velopment plang,

Ths NAIEC mocel for an induttry-educaton
partnershug directed 8t school improvemant pro-
wvies tha vehicle for succassiullong term humsa

Plasis take the responsibility of contributieg
toward tchocs: improvement snd humasn re-
muloenmmkdwolopmbvhvndaghn

Industry Educn!m Cooperation.
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ENTERING THE10TH YEAR

Or. Don Clark
NAIEC President and C.E.O.

Last September marked the begin-
ingofthe IO:h year ot NAIEC a5 3 ful
tma Tre A ion was
formed in 1964 as an ali volunteer
organuzstion.

NAIEC has grown from 8 smail ex-

departmant of educatin, and helping
in the formation of state task forces
collaboration,

NAIEC is the first organization to

articulate the role of Lusinessiin-
dusuyleducanon joint eﬂom in eco-
nomic

conferences in Hartforg (|979) and
Boston {1980} and the NAEC nation-
al conmenco in Dallas in 1980 were
the of the wi

A 4

and
with (h:; topic. The NAMEC research
workers in 1980
for the Natioral Center lof Rescarch

N

fwstona lop-c that hasguenmled con-

msf«:&ymgm f ion
oomcmmau ¢« the
American Counci on Ed uroke
ground in this area. The Association’s
annual jonal sh nf

ences hosted by state education de-
partments are lhe onry namnal forum

mdm(ryleduuuon ,onl efforts in

school
tion for work (htough weer educa-
tion, snC b

t.
\A'Ie have Iinkedlal tmes with mcju

into an
mg brozd bascd bosrd of Cirectors

Iabov and govammem along wnh a
US.and Canada. Tne Assoesahon has

Agnsol,

) P n to oom
petitive gunl and conxm.l snnounce-
maents. The NAIEC grant and contract
awords have been in the sreas of voca-
tior: ¢ carser. adult basic, and specia!
education.

NAIEC has ach:md ugnrﬁcml na-

o n and state
. 3rticles, awards, materisls,

4,

ic devel-

opmant - 3t both the locat and stats
levels.

NAIEC has omphasized the noed

service on tssk forces, ard nts re-
gronal and national conlemoces. Ouv

d olwhoweam.whn

{ual&d{omul ruct {ind
Educa! Comcl) -nhdusur

coordination function at the
siate level —

recognizing that the
entita educationsl system nesds holp.

wo stand for and how we serve.
Thomqoflhrusl of tha NAIEC pre-

gram, sp

hasbnn.andcon.l&ms lobe-nh-

Our mission is to help develop a de-
MMM!\MWI

rtsowmhacofmmz. am-cﬂocuvo
manner into thc mw l-chool program

caﬁontobomtmmmmm
productive work.

in order to restruc
turs } t odu-
cation so that h is mare responsive
10 both studsnt and employer needs.
ho,m u_\e‘yun. We f_tM'bo!?.d

establish and strengthen locel formal

adults for Closing
the gap between employer work force
needs and prsparation for work in our

hools, reduci mismatch be-

Tbecanbinedlorcuoldun;guw-

and' z Tae,

mMateriala and conferences in both } the
U.S. snd Canada. NAKC has

poﬂﬂon as ugmfacandv d\onqmg lha

in 23 stess assisung in the develop-
ment of legistation that pa:aliels our
Mussion; establishing sn hdusxry-odu
caton

cation snd munmg mwurnnumn loc
work. This is the challenge before us
which will necessitate 3 siguficent

L. ing work/education goals for » state

of NAIEC's progrsm and
base of financial support. u]
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NEWSLETTER

ESTABUSHED In 1362
Published by the Netional Assoclation for industry-ta
OCTOBER 1989 VOLUME XXV NUMBER 5
4
1989 NAIEC AWARD RECIPIENTS - | NAIEC SHOWCASE
FOCUS ON CAREER EDUCATION | GONFERENCE
AND ECONOMIC DEVELGPMENT INDUSTRY-
Walter L. Purdy. 1989 Awards  Ed " for EDUCATION JOINT
Cha&!nm the Na- Dclmnn Coumy Partnership fov EFFOETS IN SCHOOL
tonal Assock e Dovelopment end latar. | REFOIM, CAREER
Education Coopecation snd Di-  mediate Unkt #25 in Medio, A, EGUCATION, AND
rector of Education Seng-ces at is the wansr of the Utiization ECONOMIC
the Edison Electric Institute in  Award. S.‘ 3cted an ndustry- DEVELOPMENT
hi DC. a d the K32career
winners of the competition for the educamn program for 14 of the The September 20-22 National
1989 NAEC Educational Spoasor 15 school dmn.ts in the county. | Assoc ation for Industry-Education
shrpandl' i d blished County Cooperstion’s 1989 Annusi In-
_ } S| hip  Job Pt Guade ased n cateer | dustry-Ed Showcazs Con-
Vl‘lfd ient is Genesis Heslth ting and jcb | pro- f £ Overl. "Pad:.Kans_as
Ventures, Kenneth Square. A Its grmdeve-ooedand d. ! i Klab
peci 53 g and referral and d d
cereer Jucati model desigaed ¢ needs at wnhemg school reform, prep-

to help recuce the cnucal na-
bonal sbonage of nurses. The

collaborauw ‘etfort with !2 com
and

of local busiress and ndustry
with [ocal educational rescurces:
served as Char of the Business

and lndustry Commmee of the

wnity
mmg schco!s focusng on the

cumculum and as,essmem
with

2ration for work through career
education, and human resource/
econdmx development.

A capacity audience from the

Task | US., Cenada and Great m

Force, Delawave County’s Partner- heard keynote speaker. .
shp for Human Services, and Henson, Chainnan United Tale-
hasbeenalgadum inc. in an od-
mheya(ea_ dress on The Education Gap state

PEN v

a siz-month g

), this i ve pro-
gram is ammed at enhancing the
{0 3 1

{For icn2t inf con
tact Dr. arter st 215/565- 7575)
Mv Pu:dy presemed plagues to

se! and
upgrading vocational skills. {ror

Connie  Wragge. Marketing
Mmagev - 215/444-6350).
Or. Frances M. Carter, Industry-

Richarg Howarc
and Dr. Cam,: {both NAIEC men--
bers) at the September 20 Awards
luncheon during the NAISC
Nats Cont

Sh.
in Overland Park, Kansas. a

that “"Amencan education is in
worse trouble than it was s year
230, or five years 3ga, of 15 years
aga. The American siandard of
living is at stake. We canndt com-
pete # with
who cannot read wnh employees
who cannot do simpie math, with
employses who cannot write”
{oortraed &1 page 2, conr 1)

NEW NAIEC DIRECTORS ANNOUNCED

NAIGC Cheirman Jack A,
Mazrshall announced the ap-
poin of the f
members to the Assoaanons
Board of Directors for a term
ending ‘o the year noted:
¢ Dr. Gregory M. St. O'Brien -

Chancellor. University of New

Orteans {1391)

-21. Jay Smlnk - Execunve

* Dr. Josn Bowsn - President,
Industry-Education Tounci of
Califorma (1991)

® Mr. John P, - Chair-
man, STS Censuitents Ltd.,
Chicago, IL {1930}

Ohio State Board of Education
{1980}

* Dr. Donald M. Carroll. Jr. -
Pennsylvania Secretary of
Education (1991}

Mr. Marshall expressed his ap-

d

* Mr. James O'Comor - E
Director. Nationsl Co-operative
Cu:eer and \Work Education

¢t Canads. Ham-

Dropout Pvevemlon Center.
Clemson University. SC. (1991}

titon. Ontano {1291)
¢ Mrs. Sally Southard - Member.

two who
have remed Mf Rebert F. Magee.
Director, US, Department of Com-
merce {Buffalo Distnct) and Dr.
H. Francls. Vice President.
Communicetions, Flonda

Power and Light.

o
\__NAIEC Is The National Clsaringhouse For Information On Industry Involvement In Education
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hoant

N posed to educators — are being your ofganizati
in addition, Mr. Henson ponted asked to do; and how efforts of provides 2n invaluable service
out that: muttiple pnvate sector firms can to our country. Your career
* he is womsad about “'the edu- best be coordinsted with thoss ducation and job gl
caticn gaps” — the gap be- of local Y prog have i new
tween whatwesreandwhatwe o The “partnership” in D for th c
want to be — what we must be- pavate sector/education system of young men and women.
come; the g2ps between urban, retationships has been lamlv You sre helping to train the
ond rursl d during the decad skilled work force that is so
the gap between white students the 1380s th h i y in a technok
and students from other ethnic actions. In the 1570& theterm complex marketplace. I com-
groups; the huge gap between “*oar mend you for your commit
the kind of graduates turned out as a legitimate Yemn i which  ment 10 our nation's future
by American scheols end the the education system and the well-being.
kind of employees ! private sector jowed forces in  Barb

identifying problems. form-

joins me ding ycu
our best mhes lof L wodu“tn.'e

uhting plans for solving such
and ¥

do sa

bring
to beer on the problems (in ed-
ucznon), We can provide both

During
me!SaOs.term ‘partner-

for
csss in the years locomaGod
biess you. =]

human resources and cmal personsnsuchmles as "‘class-
We are do-nq th-s today. We tocm 3ssastam "lmancxal NAIEC AWARDED
will ned to do more * andfor “advisor’ o GRANT FOR
Busness can also bing know the egucatm syster Thetve HANDICAPPED
We do have derabl ‘partners’’
experience in mansgement hubnnbme’vloﬂ g;ggERNATMSSEFNv ICE
systems. ‘what we have Or. Hoyt emphasized the need POS
leamed for *peaple change" reform pro- TSECONDARY
and empowerment of dnvidual  posals which demand the invoive.  EDUCATION
g in this ment of the private sector. ° "System
00 Age, the teachi f ** reform Tre Nationsl Associstion for
r.eeds a radcal restmctumg the strong suppon “of the private  Indusiry-Education Cooper~tion
eCtor, was awarded 3 12monthgrant from
Mr Henson toid the Conferencs Th-s year's conference at the the US. Department of Education.
i b Hote! in Overland Park  und2r the National Institute on
running scared. Education has our washmledbythel(vunbcpon Dlubimy and thlbnllllllon
sttention. it has become cur tOP  ment of Education and Kansss Prog 1]
priority. We want to help” Department of C in co- 306
In another presentaton before  Op wrth Joh Com- 0'/ condary han-
(M Dr. % munity College and the Kansas S2VICe prog
B. Hoyt, former Drrectot of the Found tor Pa h n A key feature of this evaluation
Qffice of Carm us. Ed s;tw'-*;' w&“g the ,{,”"{""’ fgedls-
[ . o college graduates to deter-
m@,l- : b Bro. NMECmembem\mem:he smune their employment status and
fessor, Kansas Sme Une e ol Y Y. community adustment.
andam.bethAlEC'sExeumvc e ) Handicapped student service
Commuttes, 3ddressed the topic of m;‘: esauheloca end "’8 programs  have  increased
Colsboration: The Key tc Suc- dramaticaily in the past decade
cess in Private Sector/Education With the growing numbers of dis-

ystem Re
Lghts of his commentary are as
follows:

* Every educatonal reform pro-
posal of the 1980s rooted its
calls for change around the
need to increase Amenca’s
ablity to compete in the inter-
national ma«ketplaca Yn. none
smphzsalze 3 *‘careers’ oriented
spproach to reform.
The calis for Increased private
sector/educstion relat:onshups
dunng the 1980s have largely
avoided erplamning why such
relatilonships ars needed, what
private SECIOF . £30Ns — a3 OP-

PRESIDENT BUSH
CITES NAIEC FOR
HELPING IMPROVE
EDUCATION

The foliowing are excerpts of 3
communications from Presidant

Georga Bush on NAIEC's mission
to the participants n NA.:C'

abled students @aining access
to higher education and the prolf-
eration of service programs for
them, tne need to assess the ef-
fectiveness of these eﬂons has

been d bty pi
w the field,
The A jation of Handi d
Studam Suvlce Programs in
n Colum-

National Sh
Overland Park, KS on September
20-22.

By bnnging together the
resources of business, labor,
government, and the pofes-
sions to improve Amencan

bus. OH serves as the subcontrac-

tor for this prorect.
The project should lead to m-
creased sccess of disabled
to hugher ed! better

retention of those who pursus it,
(cortinued on pege X Cokr 1)
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in participatng in the projpct
sutvey should contact NAIEC
a;_’ 716/834—7047 befoce Novembef
15. 198!

PRESIDENT
& GOVERNORS
AGREE AT
EDUCATION SUMMIT
TO ESTABLISH
PERFORMANCE
GOALS &
RESTRUCTURE
EDUCATION SYSTEM
Collowing the September 27-28
summit on education m Cha:-
lottesville, VA, Presdent Bush
and the naton's govemors agreed
to establist. educational perform-
ance goals 2nd to undertake 3

restrecturing of the Amencan
system of education,

In a joint statement reseased
at the conclusion of the edu-
caton summit, the president
and governors agreed to establish
2 process for settng national

goals, the
restructuring of the education
system. and seek greater flex-
bty and accountabilty i the
use of federal resources to meet
educational goals.

Restructunng education n all
states would :nclude. a system
of b that
on resuits: decemrahzahon of

y 3nd ¢ G to
the school site; a rigorous program
of mstruction designed to ensuie
that every chid can acquire the
knowledge and skills required n

mdustry education councils/foun-
dal-ons thhe Dv.gham" .
N:zgara Region, Ottawa-Carleton,
Scarborough, Windsor, and the
York Region,

Planning 15 una 20

T PAGE 3\
(oo vompare 2 ok .y NEW INDUSTRY- + Entrepreneurial Devel A
Roedmap to the Future is the
and more successful employment  EDUCATION focus of the Novemoer 1617
andsstisfsctory communty adust- - COUNCILS conference at the Fairmont Note)
ment for those who complete it. OCRGANIZED IN 0 New Orleans, LA conducted by
A comprehensive survey wili be CANADA the National Council for Urben
condu::rl':d of prO'Qr::S to deter- Economic Development (CUED)
mmne state-of-the-art in pro- in conjunction with two federsi
o sine, ooty o, MRINGBICEN  feen <y
hamcapped students in highu EC Memb B Devel Agency
t Counch (IEC) (NAI and the Economic Development

reports the estabishment of new PN

Agency, US. Depantment of
Commerce. Among the topics
on the 2genda are giving youth
basic skils in entrepreneunal
trainng. helping women and
mnorities. develop entrepre-
neuriz! skills, and using the
resources of educatonal in-
and

councus i the Halton Regwn
Kitchener-Waterloo, 2nd Welkngtor.
County The lndmtryiducabon
Council model! has

bytheCnmdianChunborof Com-
metce and the Ontario Ministry
of Educatior. The Hamilton/Went-
worth 1EC has published its 9th
Annual Report. For further infor-

to
assist small firms. Coma..l the
CUED. 1730 K "Street. NW,
Wash:ngton, DC. 20006 {202/
223-4735).

* The Councy for Adult and Ex
perientia) Learning {CAEL) wnl
duct 1ts 1989 )

mation on this 1EC, 8ob
Philip,  Executive Dwector. PO
Box 745. Statwn ‘A, Hamilton,
Ontano, Canada L8N 3ms
{415/529-4483). S

CALENDAR
OF EVENTS

* Vocational Education: It Works is
the theme of the 1989 Amencan
Vocational Association Conven

A bly at lheHersheyHoleln
Phitadet PA on N

9-11 with the theme Unlea:
OurfuﬂPmential. Top:cs include

ploy andp 3
new agenda {or the workforce
and state sponsored workforce
development programs. Contact
Kathleen R. Chemnus, Conference
Coordinator at 301/997-3535
or wnte CAEL. 10840 Little
Patuxent Pkwy, Suite 203.
Columbia. MD 21044.

. The 1989 Maimnstream Annua!

tion w1 Orlando, FL on D b

1-5 Featured speakers mclude
Fredenick D. McClure, Assistant
to the President fo Legisiative
Atfaus and Mrs. Ehizabeth Dole,
Secretary of Labor Contact AVA.
1410King Steeet, Al . VA

wili be held om
DC on A

2- 3 and tughhght The Greal
Labor Shortage of 1992....And
One Way to Prevent It. Secretary
of Labor Ehzabeth Dole will be
the keynote speaker Contact

22314

Career Guidance: Work Now and
in the Future 1s the theme of 2
conference on prepanng youth
for the workplace sponsored
by the Nonhwes( Regionat
} Laborutory {NREL)

an y v which individ
must be able to think for 3 living;
an educaton system that develops
firstrate teachers: and active
sustaned parents and business
cemmunity involvement

Also, the statement provided for
reooﬂmg annuaily “‘on progress
in achieving our goals** G

and four national organizations
and agencies on November
8-9 m Portland, OR. Contact
Tom 8arrett. Conference Pian-
ner, NREL. 101 Southwest Main
Street, Suite 500. Poriland
OR 97204 (800/547.6339,

ext. 550 - or i O-egon
§03/275 9550)

inc. PO. Box
65183, Washvnglon DC. 20035
202/898-1400}
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1989

N ATIONAL ASSOCIATION FOR
INDUSTRY-EDUCATION COOPERATION

presents
THE EIGHTH ANNUAL SHOWCASE CONFERENCE

THE BUSINESS/INDUSTRY/EDUCATION CONNECTION:

“MEETING WORKFORCE NEEDS
THROUGH
SCHOOL IMPROVEMENT”

€y

KANSAS HOSTS:
The Kansas State Department of Education
The Kansas Department ¢f Commerce
in cooperation with
Johnson County Community College
and
The Kansas Foundation for Partnerships in Education

Overland Park, Kansas
Sentember-20-22, 1989

v/

172




168

SEATE OF KaNsas

OFFICE OF THE GOVERNOR
State Caprtod
Tope ha G6O12-1390
1913 2903232

Mike Havden Ceoternor

September 20, 1989

Welcome to Kansas!

It is a pleasure to host the eighth annual National Association for
Industry-Education Cooperation "Showcase” Conference.

The 3989 Conference theme: “Heeting Workforce Needs Through School
Irprovement” focuses on the need for strong alliances between
business/industry/government and education in order to improve our
nation’s schools and precerve our most precious resource: the youth of
America. The challen¢™ has never been greater as employers and educators
face technological, economic and aemographic forces.

The 1939 NAIEC “"Showcase" Conference highlights thirty of tne country’s
outstanding business/industry/education collaborations. Elfteen _f these
projrams are from the state of KansT"s.

Johnson County, Kansas, one of the most progressive areas for business and
education in the country, is an ideal setting for sharing Information on
partnerships that can strengthen our educational and economic systems.
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DEPARTMENT OF COMMERCE

Mike Hayden Harland E. Pnddle
Governor Secretary

September 20, 1989

Dear NAIEC Conference Attendees:

The Kansas Department of Commerce would like to welcome you to the elghth
annual National Association for Industry-Education Cooperation "Showcase"
Conference.

Partnerships between business and education can produce a synergism that
enhances the environment in which economic opportunity is created. These
relationships of cooperation are cruclial to our economic future.

This conference will 1ndeed be a "showcase" of oxemplary programs from
throughout the country focused on the theme of "Meoting Workforce Needs
Through School Improvement."

We are pleased that Kanzas is hosting this event and hope that you find
the next few days rewarding.

Sincerely,

(7:i<r and E

Secretary

HEP: §b

400 W e Bth Seseet Sth Floos / Topeka, Kanas 66603 3957 7 (913) 2963481
FAX (9i1) 296 5055 ' TELEX #493:494KS
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N OFFICE OF THE PRESIDENT

JCCC

Johnson County Community College
12345 College at Quvira
Overlend Park, Xansas 66210-1299

¢ (913) 469-8500

September 20, 1989

WELCOME TO JOHNSON COUNTY!

Johnson County Community College underwrites many cooperative activities throughout
cach year. Nonc are as important as those that further our ties with business and
industry. Part of the mission of a community college is to serve as a catalyst for growth
and development, to prov I education and training programs that enable business to
flourish. By advancing the cconomic strength of sur community, we ncrease our ability
to provide assistance in many other critical areas.

Johnson County Community College is pleased to serve as a co-host for this year’s
National Association for Industry-Education Cooperation "Showcase” nference. The
theme of the conference - "Meeting Workforce Needs Through School Improvement” -
perfectly expresses our commitment to business-cducation partnerships.

It 1s of no small consequence that one of *he nation’s most innovative and progressive
such partnerships exists here on our campus in the Industrial Technica! Center.
Formed in 1987 with Burlington Northern Railroad, the nation’s largest rail carnier, this
partnership has created a major new building on our campus that serves as BN's
national training center.

More than 2,000 BN employees annually attend classes at the ITC, which also prowides
significant additional office and classroom space for JCCC faculty and students. New
cooperative educational programs between JCCC and BN are being developed. The
long-range potential of this agreement is just beginning to be felt.

We are pleased that you will be able to learn more about this unique agreement at this
year’s N.A.LE.C. conference and to have an opportumty to tour the Industnial Techmcal
Ceater. We will be dclighted to have you on czmpus.

Sincerely,

(@ X A R e

Charles J. Carlsen
President

g
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Kansas State Department of Education
Kansas State Education Building
120 ‘East 10th Street Topeka, Kansas 66612

Otfice of the Commissioner

September 20, 1589

Dear NAIEC Conference Attendees:

Welcome to Kansas! I want to congratulate you for attending the eighth annual
National Association for Industry-Education Cooperatica conference. The economic
viabi11ty of our nation rests with the abil’ty of business, industry, and
education to become allies in training and retraining workers to be prepared to
face the technological evolution occurring in our workforce.

With the best information business and Industry can provide, education can better
train and retrain workers for a constantly changing work environment. Woe are
in an era of 11felong 1earning with the need to train and retrain as many as five
times 1n each worker’s jife. It will be mutually beneficial for business,
industry, and education tc provide well-trained workers so that economic
development can surge forward £o make our nat{on more compotitive and successful.

Thesa goals will be reached by the hard work and dedication of people Y1ke you.
We are proud to co-host this “Showcase™ conference and hope that you find the
next few days to be productive and rewarding.

Sincerely, 2

Leé Droegemueller
Commissioner of Education

o 176
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Kansas Foundation for Partnerships in Education

Malling Address:

College of Education
Bluemont Hall

Kansaa State University
Manhattan, KS 66506
Pheae: (913) 532-5886

September 20, 1989

Dear NAIEC Conference Participants:

The Kansas Foundation for Partnerships in Education is pleased
to serve as one of the co-hosts for this year's National Association
for Industry-Education Cooperation "Showcase” Conference. We
take great pride ir introducing this conference to «he "midwest.”
Our appreciation goes to Dr. Ken Hoyt and the Foundation Board
of Directors for diligently pursuing Kansas as a location for this
year's conference.

Increasing and cnhancing business/education collaboration and
partnerships has been the primary purpose of the Kansas
Foundation for Partnerships in Education since our incorporation
in 1985. Membership in the Foundation nears 200 individuals
and organizations. This year's "Showcase” includes 15
partnerships from our membership.

We hope thst you enjoy Kansas City, meet and exchange ideas
with many new people, and take home information that can be
used to develop new partnerships and strengthen the
collaboration in existing ones. Welcome to Kansas!

Sincerely,
Al

erry G. Horn .
Past President
Kansas Foundation for Partnerships in Education
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KEYNOTE SPEAKERS

DR. KENNETH B. HOYT
University Distinguished Professor
Kansas State University
Manhattan, Kansss
Dr. Hoyt isthe former Director of the Offic2 of
Career Education, U.S. Department of
Educution. He ia internationsily recognized
for his outstanding leadership of the career
education movement during the past two
deesdes. Dr. Hoyt's leadership of the National
Career Education movement led to the
lg.'.mtion of 2 ,ndwork of state career

ocor caree!

legislation and the blish of local
career education coordinators and advisory
committees. He emphasizes that, *Career
education is a process oriented vehicle for use
in implementing education reform
proposals.” Dr. Hoyt is a member of the
NAIEC Executive Committee of the Board of
Directors.

B
e
Il

™~

DR. DONALD M. CLARK
President and Chief Executive Officer
NAIEC

Buffalo, New York
Dr.Clarkis internauonzlly remxmzed {or his

work in pr ing i
cooperation. He has nuthortd numerous
publiauons and utiela n public/pmt-

school improvement. eduamns role in
P carcer,

and ic education. and s ol
planning. He has addressed many national
and state audiences and consulted to the U.S.
Department of Education, trede associations,
professional organizations, and state
departments of elucstion on improving
industry-education joint efforts. In January
1989, President Reagan appointed Dr., Clark
to serve £3 2 member of the National Advisory
council on Educational Research and
Improvement.

1
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KEYNOTE SPEAKERS

PAUL H. HENSON
Chairman
United Telecommunications. Ine.
Kansas City, Missouri

Mr. Henson has served as chairman of United
Telecom since 1966, He is credited with
transforming Kansas City into a
telecommunications center as United
Telecom and its affiliate, US Sprint. have
become leaders of the industry. The parent
company and 1its affiliates are some of the
largest employers in Johnson County. Henson
serves as chairman of the National Security
Telecommunications Aavisory Committee
and is a director on the boards of Armco. Inc.,
Duke Power Company. and Hallmsrk Cards,
Inc. His service activities iiclude trusteeships
or d.r hips cn the Busi Higher
Education Forum. the Midwest Rosearch
Institute, the Uniwversity of Kansas City. and
the Tax Foundation. As one of the area's
philanthropiv leaders. Mr. Henson has been
selected Johnson Countian of the Year by the
Johnson County Community College
Foundation. Mr. Henson is 2 graduate of the
University of Nebraska with bachelor’s and
master’s degrces in electrical engincering.

179

Distinguished Professor in B

The Center for Enirepreneurship
The Wichita State University
Wichita, Kansas

Fran D. Jabara has been a Distinguished
Professor in Business at Wichita State since
1971. He yoined the University faculty in 193
and served for seven years as Dean of the
College of Business Administration.
Professor Jabara is the founder of The Center
for Entreprencurshir at The Wichita State
Univessity. The Center, founded in 1977, 42
one of the first comprehensive programs in
the nation devoted te entrepreneurial
educition. He recewved his undergraduate
degre. fron: uklahoma State University, and
completed graduate studies at Worthwestern
University. Professor Jabars is a board
membrr of Kansgs, Inc.. and was the
chairmanof the Kansas delegationtothe 1986
White Hovse Conference on Small Business.
Recently he was awarded the prestigious
Leavey Award for Excellence in Private
Enterprite Education by the Fresdomn
Foundation,
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1989 PROGRAM AT A GLANCE

WEDNESDAY, SEPTEMBER 20, 1989

4:00 - 530 p.m.

Pre-workshop Session
Dr. Donald M. Clark, President NAIEC
Organizing and Impl ing an Industrial Education Alliance

THURSDAY, SEPTEMBER 21, 1989

8:30 9:00 a.m.
9:00 -10.30 am.

10:45 - 11:45am.
$2:00 1:30 p.m.

1:45 -2:45 p.m.
2:50 p.m.
3:00 - 4:00 p.m.
3:05 - 4.05 p.m.
3:16pm.
3:25 - 4:25 p.m.
5:15-6:15 p.m.
7:20 pm.
7:30 - 8:30 p.m.

Opening Breakfast (formal. not buffet)
General Session

Paul H. Henson
Chairman
Umited Telecommunications. Inc.

Showcase Session “A” (select one)
Luncheon General Session

Fran D. Jabara
Founder
The Center for Entrepreneurship

Showease Session “B” (select one)

Bus departs for Burlington Northern Training Center Tour
Showcase Session “C” (select one)

ourlington Northern Training Center Tour

Bus departs for Surlington Northern Training Certer Tour
Burlington Northern Training Center Tour

Reception

Bus departs fz;r Burlington Northern Traming Center Tour

Burlington Northern Training Center Tour

FRIDAY, SEPTEMBER 22, 1989

8:15-8:45 a.m.
8:45-9:45 am.

10:00 - 11:00 a.m.
11:15-12:15 p.m.

11:45a.m.
12:00 - 1:00 p.m.

Breakfast (formal. not buffet)
Genersl Session

Kenneth B. Hoyt, Ph.D.
University Distinguished Professor
Kansas State University

Showcase Sessicn “D” (select one)

Showcase Session “E” (select one)

Bus departs for Burhngton Northern Training Center Tour
Burlington Northern Traiming Center Tour

181
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BURLINGTON NORTHERN RAILROAD
TECHNICAL TRAINING CENTER

Railroading on the Burlington Northern today
means meeting the needs of the customer by
utilizing state-of-the-art telecommunications and
signal systems to insure the safe and efficient
operations of ‘mile-longr trains. powered by high

a horsep microproce: controlled | ives,
pulling sophisticated freight equipment over
25.000 miles of track.

Meeting the needs of the customer is t'te number
one goal of the Burlington Northern Railroad. This
geal has mandated changes in the basic concept of
railroad operation, required the adaptation of the
Iatest in tecknology and itated a continuous
innovative effort on the part of every employee.
Vital to the success of the Railroad is a highly-
trained work force, capable of meeting thedemands
of today’s fiercely competitive transportation
industiry.

The basic purpose of technical training is, in
recognition of the ever-changing railroad
environment, to identify training opportunities,
then develop and deliver quality training in a
timely and cost-effective manner.

Burlington Northern Railroad’s Technical
Trainirg Center occupies 32.000 square feet of tne
new Industrial Technical Center (ITC) on the
campus of Johnson County Community College
(JCCC). JCCC is located in the suburban Kansas
City community of Overland Park, Kansas. The
Training Center consists of four general-usc
classrooms, seven specific-use classrooms/labs, a
computer based training development area and
student lab, a locomotive simulator complex, an
audio-visual production studio, a program
development workroom, and a spacicus student
lounge.

John Riley, Administrator of the Federa! Railroad
Administration. said at the dedication of the new
fecility on April 22,1988, “(This is) the best training
facility in the railroad industry. . .and Pve seen

them all”.
TOURS
Thursday. September 21. 1989 805 - 4.05 p m. (bus departs at 2:50 pm.)
825 - 4:25 p.m. (bus departs at 3-10 p.m.)
7:30 - 8:30 pm. (bus depa.ts at 7:20 pm.)
Friday. September 22, 1989 1200 - 1.00 p.m. (bus departs at 11:45 a.m.)

el
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BUSINESS-INDUSTRY-EDUCATION
“SHOWCASE"CONFERENCE PROGRAM

THURSDAY, SEPTEMBER 21, 1989

7:30 a.m. EXHIBITS - DOUBLETREE PRE-FUNCTION GALLERY
8:30 - 9:00 a:m. BREAKFAST - DOUBLETREE BALLROOM
9:00 - 10:30 a.m. OPENING SESSION - DOUBLETREE BALLROOM
Speaker:
Paul H. Henson
Chairman

United Telecommunications, Inc.
Kansas City. Missouri

“The Education Gap”

There i1s a growing gap between the kind of people schools are turning out and
the kind of workforce American Industry needs. To makesure that the United
States can compete today and tomerrow in the global marketplace. industry
and education must work together to narrow the gap. The challenge is clear.

10:45 - 11:45a.m. SHOWCASE SESSIONS “A”  SELECT ONE OF THE FOLLOWING
Al) Chicago Careers for Youth

John Gnaedinger

Chairman

Soil Testing Services Consultants, Ltd,
Northbrook. Ilinois

Chicago Careers for Youth responds to the needs of minority students through
presentations in the classroom by role-models from the world-of-work, exposes the
students to information about the entire careers spectrum.

A2) Investing in Our Future

Michael Lewellen

Area Manager, Constituency Relations
Southwestern Bell Telephone Company
St. Louis, Missouri

Like computers. telecommunications technology 1s about to revolutionize classroom
education. And from vorce messaging services for schools to professional development
seminars for teachers, Southwestern Bell Telephone 1s on the leading edge mn
contributing to the advancement of education 1n its five-state region. In this session. see
first-hand how this Fortune 500 comparny is investing in the educational future of 1ts
industry and our nation with specially-targeted mitiatives in Arkansas. Kansas,
Missouri, Okiahoma and Texas.

ERIC 13
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Partnerships for Creativity

Dr. M. Catharine Ashniore

Director, Entrepreneurship Program

C< 1ter on Education and Training for Employment
Ohio State University

Columbus, Ohio

Entrepreneurship education is an emerging priority for vocational/occupational
education programs in both high schools and two-year colleges. Creativity 1sanessential
element of such educational programs, both as an experimental education opportumity
for students and a network building opportunity for the schools, This presentation will
share innovative programs in entrepreneurship education at both levels and explore
ways that they might work together to provide a2 2 + 2 oppertunity for high school
students,

Focusing on the Educator

Holly Lindsey

Executive Director

Rochester Area Career Education Council (RACEC)
Rochester, New York

RACEC has always had one focus: raising the career awarenest of the educator, Tnis
focus has allowed RACEC to impact over 700 educators from 21 area school districts
since 1976, Asone of the most established examples of industry education cooperationin
the Rochester, New York area, RACEC continues to offer programming on the world of
work and career education to area teachers, counselors, and admunistrators. This
workshop will provide an overview of the Council’s history. programming. and the
support it receives from industry and education.

Apprenticeship 2000 and Apprenticeship School Linkage

Alfonso Gonzales

Apprenticeship and Training Representative
Bureau of Apprenticeship and Training

U.S. Department of Labor

Topeka, Kansas

Apprenticeship 2000. Statistics indicate that there will be a shortage of skilled workers
in the American Lalor Force at the turn of the century. We will be facing some new
challenges in meeting the economic demandsc “ourcountry. Over the next decade, there
will be an increasing demand for the quality ind quantity of skilled traming provided
the American Labor Force and much of that 1esponsibility will rest with business and
labor through industry-based training systems. Apprenticeship 2000 concept focusescn
A more comprehensive system of industry-bared tramming applicable across all
industries. This Apprenticeship concept would be the vehicle for change rather than the
apprenticeship system that now exists, While the current system serves well those
industries where it has been adopted, the concept may need to vary for other industries.

Apprenticeship School Linkage refers to the concept of in-school apprenticeship. It1s an
innovative approach to education and training which allows high school seniors to
become registered apprentices while completing their secondary school education. The
concept of apprenticechip-school linkage represents the U.S. Department of Labors
attempt to bridge thegap between education and apprenticeship. The concept addresses
both tssues of school-to-work transition and high youth unemployment
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THURSDAY, SEPTEMBER 21, 1989

A6) Career Education Responsive to Every Student (CERES)

Barbara Baer

Project Administrator
. Project CERES
> Ceres. California

CERES is a nationally-validated comprehensive career education infusion program for
all students, including specizl eduzation students and high risk youth. The program’s
objectives are. that students will acquire responsible work habits, knowledge of
economic, free enterprise principals. knowledge of diverse occupations, and will apply
basic skills to jub seeking and job retertion actions, CERES Project’s purpose is to
provide all students with the basic academic and employability skills necessary for
competent. productive performance both in school and afte- leavir g school. The
presenter will, share an overview of the various components of the program.
demonstrate how CERES infuses career education concepts into any school or district’s
existing K-12 curriculum. delineate replicaticn procedures. explain how CERES
involves a collaboration of school and community.

A7) The Silicon Prairie Technology Association: Scientific Education Partnerships:
The Fellowship Program for Distinguished Tcachers

Jerry W. Stogsdill Dr. James E. Foster

Executive Director Director, Educational Programs
Silicon Prairie Technology Assn Scieatific Educatior Partnerships
Lenexa. Kansas Silicon Prairie Technology Assn.

Lenexa, Kansas

The Silicon Prairie Technology Association exists to create a climate in the Kansas City
region in % hich advanced technology and support businesses can thrive. In thisspiritthe
Association strives to combine the best resources of the private business sector.
guvernment agencies, economic development organizations. and educational
nstitutions in the Kansas City Region The association service area includes a twostate
regron which extends broadly across Missour) and Kansas, As a response to the national
concern regarding a lack of scientific and technical talent. the Silicon Prairie
Technology Association Foundation and the Science Pioneers organization are
‘mplementing a partrership program between the Kansas City area business
community and area teachers, The program is entitled “The Fellowship Program for
Distinguished Teachers”. The program will provide an industry-education partnership
in which participants from both arenas will be challenged to actively initiate
improvements in science. mathematics. and technology education Industries are being
asked tv provide summer fellowships to teachers and thereby provide teachers with
experiences that will enhance classroom instruction and give insight into new
technologies.

ERIC 125
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THURSDAY, SEPTEMBER 21, 1982

12:00- 1:30 p.m. LUNCH/GENERAL SESSION - DOUBLETREE BALLROOM

Speaker:

Fran B. Jabara

Distinguished Professor in Business

Founder

Center for Entrepreneurship

The Wichita State University

Wichita, Kansas

“Educators/An Entrepreneurial Attitude”

As educators we should think of ourselves as entrepreneurs. Understanding
the environment for entrepreneurs as well as the characteristics of
entrepreneurs is vital for success. It is extremely important for students to
Possess an entrepreneurial attitude.

1:45-2:45 p.m. SHOWCASE SESSIONS “B”  SELECT ONE OF THE FOLLOWING
B1) Western Kansas Economic Development Educational Partnership
Dr. Dan Rupp
Director
Fort Hays State University Center for Economic Education
Hays, Kansas

Presenter will describe a pilot program for teaching regional economic development
issues in schools.

B2) Project Choice

Thomas J. Rhone
Director
Ewing Marion Kauffman Foundation

Kansas City, Missouri

Presenter will give a description of this innovative program designed jor the education
of disadvantaged youth, both academic and financial. It allows the student an
opportunity to finish high school and become a productive member of society.

B3) Education is Everybody’s Business

Connie J. Campbell
President

The Learning Exchange
Kansas City, Missouri

Presenter will discuss how business partnerships and interdistrict networks can
powerfully impact staff developmen: efforts of individual schools and school districts.

Yy 7
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Join-A-Scheo!

Nydia Ocasio-Couraige

Director of Business Collaboratives
New York City Board of Education
New York. New York

The Join-A-School program, part of the Board of Education’s office of Business
Collaboratives. was created in 1982. Its objective, then and now, has been to locate
partners for New York City’s public high schools from among public-spirited
corporations. government agencies and other institutions. and to provide a framework
in which these linkages can thrive. The presenter will discuss the projects spawned by
Join-A-School, examples of whata corporatz or public sponsor can do, and the program’s
long-range goal to see a!l of the 116 high schools throughout the school system linked
with a partner from the public or private sector.

Finding Competencies for Advanced Training

Harold Marconnette Peggy Church

Director, Business/Industry Certer Director. Developmental Studies
Dodge City Community College Dodge City Community College
Dodge City, Kansas Dodge City, Kansas

The panel presentation will describe how Dodge City Community College in partnership
with Excel, Inc., of Dodge City. determined the training needs of the Excel, Inc.
maintenance area. The panel discussion will center on how the process was started, the
type of testing used, evaluating the testing results and determining the needs of the
maintenance department.

Make Your Local Business Community Your Classroom

David Wiebe

Executive Director

Niagara-Peninsula Industry-Education Council
Niagara Falls, Ontario

Canada

Industry Education Councils facilitate the merging of local community resources with
the needsof teachers and students. Niagara-Peninsula Industry-Education Council has
initiated a variety of programs and services designed to encourage closer ties between
local business, industry, labor and education. The presenter will describe the steps
involved in forming the council and some of the council’s activities

Industry and Teacher Education Liaison - INDTEL

Dr. David Warwick
Project Director
INDTEL
Aldershot. Hants
United Kingdom

INDTEL - Industry and Teacher Education L:aison 1s a ~onsortium of two universities
(Peading and Southampton), two polytechnics {Kingston and Oxford), five colleges of
higher education {Bulmershe, King Alfred, La Sainte Union, West Sussex Institute,
Westminster) and industry in the central southern area. The project operates both
within individual institutions and across the consortium 2s a whole, aiming to give
trainee teachers first-hand expe. ience of working with industry on economic, enterprise
awareness, curricular developraent and appropriate teaching methodology Initsinitial
phase, INDTEL’s direct, participative approaches have proved highly successful and.
tailored to local circumstances, could serve as a useful model for others working in this
field. Presenter will give an overview of the program and how 1t meets workforce needs
through school improvement.
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THURSDAY, SEPTEMBER 21, 1989

BURLINGTON NORTHERN SIMULATOR TOUR

ITC CENTER - JOHNSON COUNTY COMMUNITY COLLEGE CAMPUS
(2 bus trips are scheduled for the afternoon tour)

Schedule 1:
2:50 p.m. sharp Bus departs - Burlington Northern Simulator

3:05 - 4:05 p.m. Burlington Nortkern Simulator Tour

4:05 - 4:20 p.m. Bus returns from Burlington Northern

Schedule 2:

3:10 p.m. sharp Bus departs - Burlington Northern Simulator
T 3:25-4:25 pm. Burlington Northern Simulator Tour

4:25 - 4:40 p.m. Bus returns from Burlington Northern

3:00 - 4:00 p.m. SHOWCASE SESSIONS “C”  SELECT ONE OF THE FOLLOWING
C1) Coleman Company and Amelia Earhart Environmental Eiementary School

Claude Brazell Linda Macy
Kansas Foundation for Educator

Partnerships in Education Amelia Earhart .
Coleman Company, Inc. Environmental Elementary School
Valley Center, Kansas Wichita, Kansas
Joe McCarthy

Community Relations Manager
Coleman Company
Wichita. Kansas

At first glance, a manufacturing company and an elementary schoo! would appear to
have little in common But Amelia Earhart Environmental Elementary School and the
Coleman Company, both in Wichita, have cemented bonds of friendship over the past
years. In the fall of 1984, the Wichita Board of Education contacted the Coleman
Company about participating in the Adopt-a-School program. The Wichita public
schools started the program asa result of President Reagan’s 1983 challenge to business
and education to form closer ties. Amelia Earhart applied to Colenian because it wasthe
manufacturer of outdoor recreation equipment and had a well documented concern for
the environment. In turn, Coleman’s interest was also enkindled by knowing that the
school taught a great deal about the outdoors and the history of Kansas. Presenters s1ll
discuss the mutual goals and the successful programs that have allowed their
- relationship to grow.

C2) The “Book It” National Reading I entive Program

Debbie Franklin

National Coordinator

The “Book It” National Reading Incentive Program
Pizza Hut

Wichita, Kansas

Presenter discusses the award-winning elementary school program promoting youth
literacy in which 14 million children are involved nationwide.
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The Mon Valley Renaissance

Richard H. Webb

Executive Director

Mon Valley Renaissance Program
California University of Pennsylvania
California, Pennsylvama

This award-winaing center focuses on economic development programs. hi-tech
training. government contracts and entrepreneur assistance.

Langley Conference Centre: The Business Development Program and
Community Career Centre

Bruce Barnes Bob Harkness

Langley School District Trustee Conference Centre Coordinator
Langley Conference Centre Langley Conference Centre
Langley. British Columbia Langley. British Columbia
Canada Canada

The center was created for assisting with the developnent and testing of career
materials The presentation will include a general overview of the conference center’s
programs, rentals, workshops, and business partners. The presenters will discuss the
Career and Business Development Center and the role of the conference center’s
partners - active and advisory.

Meeting the Challenge of Change: Delaware County's Employment and Training
Needs

Dr. Frances M. Carter

Industry-Education Coordinator

Delaware County Intermediate Unit/AVTS and
Delaware County Partnership for Economic Development
Media. Pennsylvania

The focus of the presentation will be a recent major study of employment and training
needs 1ato the 1990's of a densely populated county near Philadelphia. Delaware County
1s a study in sharp opposites: it contains economically depssed areas of high
unemployment as well as some of the most affluent suburbs of Philadelphia.

Rochester Brainpower

Jay Flickinger Bea Paul Harris

Executive Director Executive Director

Rocheste: ™ -ainpower Center for Educational Development
Rochester New York Rochester. New York

Rochester has become known throughout the country for its sweeping efforts to reform
its public education system. This workshop will provide insights on the role that
business, as pari of a coliaborative effort. haspiayed in supporting these reforms. How to
effectively raise public involvement through the marketing of education; and how to
form and manage 95 business partnerships with schools that reached over 14,000
students in 1988 will be the focus of the presentation.

5:15 - 6:15 p.m. RECEPTION

7:20 p.m. sharp BUS DEPARTS - BURLINGTON NORTHERN SIMULATOR
‘ 7:30 - 8:30 p.m. BURLINGTON NORTHERN SIMULATOR TOUR
1 8:30 - 8:45 p.m. BUS PETURNS FROM BURLINGTON NORTHERN
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FRIDAY, SEPTEMBER 22, 1989

8:15-8:46 a.m. BREAKFAST - DOUBLETREE BALLROOM

EXHIBITS - DOUBLETREE PRE-FUNCTION GALLERY

8:45-9:45 a.m. GENERAL SESSION - DOUBLETREE BALLROOM

Speaker:
Kenneth B. Hoyt, Ph.D.
University Distinguished Professor
Kansas Stste University
Manhattan, Kansas
. “Collaboration: The Key to Success in Private Sector/Education
Relationships” *
Concentrating on how the private sectcr and the education system can team
together in meaningful education reform.

10:00-11:00 am. SHOWCASE SESSIONS “D”  SELECT ONE OF THE FOLLOWING

ERIC
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D1

D2)

D3)

Unique Career Awareness Fair For 8th Grade Students

Staff of the St. Louis Public Schools Career Education Office
St. Louis Public Schools
St. Louis, Missouri

The Unique Career Awareness Fair for 8th grade students provides an opportunity for
educatorsand business persons to work together in St. Louis, Missouri. Initssixth year,
the Fair involves some 700 business persons demonstrating their jobs fcr students. The
AT&T operator brings a console, the chef brings his equipment, the biologist brings
laboratory equipmant and the social worker bringsall the important forms needed to do
an effective job. Students peer over the role model’s shoulders. ask about their work,
touch their tools and see their uniforms. A Career Awsreness Fair Business Advisory
Committee assists in planning and implementing the Fair which brings some 7500
eighth graders together each May.

Blue Valley Schools

Marsha Chappelow

Director of Community Relations
Blue Valley Schools

Overland Park, Kansas

An overview of the District Educational Partners’ Program 1n the Blue Valley Schools
will be presented. The goals. organization and district activities of the program will be
highlighted. Specific examples of academic enhancement sctivities being implemented
in individual school partnerships will be presented by principals and business,.artners.

Serving as the University's Technology Transfer Broker

Harvey Dean

Director

The Center for Technology Transfer
Pittsburg Stste University
Pittsburg, Kansas

The presenter will giveanoverviewon marrying the expertise of the umversity's faculty
with the technology needs of small industries.
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D4) Business and Public Sector Collaborations: PC's and the Classroom Teacher
Literacy

Germain D. Ludwig

Second V.P. Human Resources Consultant
Mutual Benefit Life

Newark. New Jersey

When society 1s faced with making drastic changes in well-established traditions or
standards, a crisis situation often develops. The Chinese way of expressing the word
“crisis” 1s made up of two characters, one representing danger. and the other conveying
hidden opportunity. As we face the responsibility of implementing change in our
employment and training and our educational systems, we have the same options the
Chinese symbols suggest. dangerous negative results, or positive new opportunities.
This session addresses how one company has been dealing with the opportunities there
are for successful collaboration between businesses. and the educational system: how
they have created classroom teachers with PC literacy.

D5) The Bay State Skills Corporation: A Catalyst for Business Education Training
Partnerships

Lawrence G. Fitch

Assistant Director of BSSC

BSSC - Bay State Skills Corporation
Boston, Massachusetts

The Bay State Skills Corporation {BSSC), a quasi-public corporation in Massachusetts
since 1981, 1s mandated to assist in promoting a productive and expanding economy by
funding skills tramning programs in cooperation with industry and ceducational
institutions. The presentation will describe how BSSC evaluates training propoesals,
Yuilds partnerships. and implements them.

D6) Exchange City

Natalie Barge Connie Campbell
Director, Exchange City President

The Learning Exchange The Learning Exchange
Kansas City, Missouri Kansas City, Missouri

Exchange City 1s a program designed to give .tudents the opportunity to run a town of
their own. It provides firsthand economic experiences to fifth graders through six weeks
of classroom preparation and one day in a 6,000 square foot mini-town. More than 20,000
students. 4,000 parents and 700 teachers participate in Exchange City annually in the
Kansas City area. Exchange City 15 a project of The Learning Exchange, a non-profit
educational corporation in Kansas City, Missouri. Hallmark Cards, Inc., along withover
150 Kansas City arex businesses support the pro, .'s facilities and operations. This
session includes examples of how students apply economic knowledge and values
acquired tn the classroom to their jobs in Exchange City A panel of funders and
educators will respond to questions. The participants will learn how the program
functions and impacts student learning, and how Exchange City can be replicated

ERIC 11

Aruitoxt provided by Eic:




187

FRIDAY, SEPTEMBER 22, 1989

1L:15a.m.-12:15 pm. SHOWCASE SESSIONS “E” SELECT ONE OF THE FOLLOWING
11:45 a.m, sharp BUS DEFARTS - BURLINGTON NORTHERN SIMULATOR
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E1

E2)

E3)

E4)

Choices

Mike Razook

Professional Development Manager
Boeing Military Airplanes
Wichita, Kansas

Choices is a dynamic, fast moving, hard facts Icok at realities of personal decision
making. Designed for the high school freshman, it is a part of the Boeing Military
Airplanes community involvement program. The ninth grade is 4 “swing year” in the
final push toward graduation and life pursuits. At few other times ill a student face so
many important choices. The presentation will demonstrate the actual activities that
occur during a session and will actively *-volve the audience. This will allow the
individual to experience the tempo and message of the program.

Employment Literacy Center

Terrance R. Ward Lorena James

President Adult Basic Education Coordinator
H&R Block Foundation Kansas City Missouri School Distrist
Kansas City, Missouri Fansas City, Missouri

Presenters wil! discuss an innovative collaborative effort wherein resources aredrawn
from business, government aid public education to provide for traditional and non.
traditional students. The discussion will involve pitfalls which were encountered in the
establishment, as well as successes and practical recommendations for replication.

Junior Achievement Awareness

Melinda Knapp Susan Sappington
Marketing Manager Educational Manager
Junior Achievement of Middle America Junior Achievement
Kansas City, Missouri Kansas City. Missouri

Junior Achievement began in 1319 and is the nation’s oldest youth economic and
business educational program. Since 1955 over 90,000 students in the Kansas City area
heve participated in Junior Achievement programs. Junior Achievement's unique
curriculum has always been based on one simple concept. Toreally understand business
you need to experience it. That's why Junior Achievement students study business
through hands-on practical assignments. In addition, companies who sponsor Junior
Achievement classes provide volunteer professionals who share resal life experiences
with the students.

Leawaood Middle School und St. Joseph Health Center

Jim Gill Judy Fillop

Principal Business Coordinator
Leawood Middle School St. Joss ~h Health Center
Leawood, Kansar Kansas City, Missouri
Caroline Hale

Leawocd School Coordinator
Leawood Middle Scheol
Leawood, Kanses

Presenters will give an overview «{ a specific school/business partnership, The
discussion will include how the partnership was formed, the goals, accomplishments,
and recommendations for replication.
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1989 NAIEC SHOWCASE CONFERENCE
KANSAS EXECUTIVE COMMITTEE

RICHARD P. RUSSELL
KANSAS STATE DEPARTMENT OF EDUCATION

STEVE JACK
KANSAS DEPARTMENT OF COMMERCE

DR. JERRY HORN
KANSAS FOUNDATION FOR PARTNERSHIPS IN EDUCATION

DR. KENNETH B. HOYT
NAIEC EXECUTIVE COMMITTEE

ANN L. KEENER
KANSAS FOUNDATION FOR PARTNERSHIPS IN EDUCATION

DR. DALE LEMONS
NAIEC EXECUTIVE CCHIMITTEE

51 TY B. ANASTASIO
JOHNSON COUNTY COMMUNITY COLLEGE

'TRISH AARONS BOSILEVAC
1989 NAIEC CONFERENCE CHAIRMAN

The Kansas Fxecutive Committee would fike to thank the following individuals for their

assistance in the organization of this ful conference:
Rosemary Dougherty
Joh County C ity College

Overland Park. Kansas

Barbara Havlicek
Kansas Foundation for Partnerships in Education
Manhattan, Kansas

Pat Butler
Kansas State Department of Education
‘iopeka, Kansas

Marsha Chappelow
Blue Valley Schools
Overland Park, Kansas

Chris Hamilton
Kansas State Department of Education
Topeka. Kansas
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ES5)

E6)

E7

Project HIRE

Bill Foster

Project Director

Project HIRE

Metropolitan Commumty College
Kansas City. Missoiuri

Project HIRE - (Helping Industry Recruit Employees) wasdeveloped and implemented
byagroupofarea vocational-technical schools. community colleges. and representatives
of the Missouri and Karsas State Departments of Education Thirteen different
educational institutions participate cooperatively in the Project. Project HIRE 1s an
umbrella for the participating AVTS and community colleges. The gual of the project s
to provide acatalyst by which the schools can work together in the interest of developing
and sharing jobs with one another for the benefit of vocational/occupational education
students.

Meeting Workforce Needs Through School Improsement

Shirlene Duncan Karen Allegier

Coordinator Manager

BusinessySchool Partnerships K-12 Education Relations

USD 25¢ Boeing Military Aircraft Company
Wichita, Kansas Wichita, Kansas

Boeing Military Airplanes in Wichita, Kansashas entered intoan education partnership
with USD 259 by formahzing a comprehensive program. The presenters will give an
overview of the program.

Business and Education Hand In [and

Staff of the St. Louis Public Schools
St. Louis. Missouri

This session will provide a broad overview of a myriad of programs provided by the St.
Louis Public Schools Career Education office in conjunction with the St. Lours business
community Identified for grades pre-school through 12. these programsare dnersified
in their approach but in every instance stress the importance of self-concept and the
relationship between education and the world-of-work. This potpourr: allows business
and community persons to choose from an array of options that take place eitheran the
classroom or in the workplace with students or with educators,and witha variety of time
commitments depending on the program. On a yearly basis the carcer education staff
works with some 1,500 business persons. Inkind contributions of time to the St. Lows
Public Schools are estimated at over 1.5 mullion.

11.45 a.m. sharp BUS DEPARTS - BURLINGTON NORTHERN SIMULATOR
12.00 - 1:00 p.m. BURLINGTON NORTHERN SIMULATOR TOUR
1:00 - 1:15 p.m. BUS RETURNS FROM BURLINGTON NORTHERN

10




SYMPOSIUM ON: THE STATUS OF EDUCATION
IN AMERICA AND DIRECTIONS FOR THE
FUTURE

TUESDAY, NOVEMBER 14, 1989

House OF REPRESENTATIVES,
CoMMITTEE ON EDUCATION AND LABOR,
Washington, DC.

The committee met, pursuant to notice, at 9:35 a.m., in Room
2175, Rayburn House Office Building, Hon. Augustus F. Hawkins
[Chairman] presiding.

Members present: Representatives Hawkins, Kildee, Martinez,
Owens, Hayes, Sawyer, Jontz, Goodling, and Bartlett.

Staff present: John F. Jennings, Counsel; Bartara M. Dandridge,
administrative assistant (education); Andrew J. Hartman, minority
staff director; and Beth Buehlmann, minority education coordina-
tor.

Mr. GoopLING. Chairman Hawkins has been delayed and has
asked that we move ahead on this second day of this symposium:
the Status of Education in America and Directions for the Future.
We had some very powerful and interesting and important testimo-
ny yesterday. I'm sure we will hear more of the same.

Hopefully, by the time we’re finished with this, we will have all
the answers and we’ll be able to go to the Congress next year with
a bill that will solve all of our problems. That’s what you’re sup-
posed to bring to us in this two-day session.

It's different in that we’re not having a question/answer period.
We're giving the participants as much time as they need to say
what they have to say, all of which will be in the record, and we
will work from that.

So it’s a different approach. Hopefully, it will help us as we try
to find some answers for the serious problems that are facing edu-
cation at this particular time in our history.

1 would ke to call Dr. Andrew Molnar to the table, first of all,
Program Director, Application of Advanced Technologies, National
Science Foundation. Dr. Molnar, welcome.

STATEMENT OF ANDREW R. MOLNAR, PROGRAM DIRECTOR, AP-
PLICATION OF ADVANCED TECHNOLOGIES, NATIONAL SCI-
ENCE FOUNDATION, WASHINGTON, DC

Mr. MoLNaR. I'd like to thank you for the opportunity to meet
with you today to review the status of science and mathematics
education. I'm attempting to identify some of the more significant

(191)
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reports that have appeared lately and some of the highlights of
those reports.

I think in looking at educational statistics, one has to be careful
because there’s a lag between what the current status is and what
the statistics represent. Many statistics are in different time
frames.

In addition, education is dynamic. It's always changing. Systems
are different. When we look at international systems, they operate
in a different way than we do. So a single statistic that represents
large complex systems can highlight certain features but also dis-
tort or limit other things.

So why look at these studies? I think the critical reason is that it
broadens our perspectives. It gives us a chance to compare our-
selves with other countries and to look at history and to see what
has transpired in the past and compare where we are in regard to
those things.

It helps us identify issues and discern patterns that we can test
against further data. So the attempt that I'd like to do is try and
highlight some of these things to see if we can draw up patterns
that might help in identifying questions and issues for the future.

First of all, within the context of educatior, there are many
trends that are happening that over and above, it seems, beyond
our control. Some have called these megatraumas because they
seem to be crisis to crisis.

One of the more significant trends is the information explosion;
that is, the doubling of information every ten to twelve years. Not
only does it provide us new opportunities for business and trade,
but it also creates a perpetual problem for education. That is, we
now have, within a short span of five to ten years, a whole new
discipline springing up that suggests that we have to not only add
new information to the textbooks but totally revise concepts.

Some have argued that rather than just an information explo-
sion, we really have an ignorance explosion. We know more and
more about less and less and we have to try and keep up with it.

Second, the international competition, the competitiveness of the
new global economy puts us in a different perspective. That is,
what our schools teach has an impact upon how we operate as a
Nation that is involved in business and trade.

Since World War II, half of our productivity gains have been at-
tributed to technology. Two-thirds of the goods we produce now
must compete against foreign merchandise abroad. So not only
must we create businesses and industries that create products vhat
we send overseas and gain resources, but we also must produce
goods and services domestically that compete with foreign products.

Mr. Erich Block, the Director of th2 National Science Founda-
tion, says that human resources, that science and engineering and
technical skills are a strategic resource of this era.

I'd like to go to some slides.

[Slide presentation was shown.]

Mr. MoLNAR. I have a brief chart here that tries to show that
this is the balance of payments over a number of years from 1970
to 1987. These are the trade with regard to manufactured products.
In other words, we are importing more than we are exporting.
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The top line is the high technology manufactured goods where
we developed a balance of payments; but, of late, we are now im-
porting more than we are exporting in this area. So the infrastruc-
ture of our society, the high technology one, is based on knowledge
and information as well as skills.

Let’s take a look at some of the demographics of the work force.
Twenty-two percent decline in the next decade; that is, the number
of 22-year-olds coming into the educational system and market has
decreased. So we have a descripion in the numbers of people. The
rate of (.10se students in science and engineering in the last decade
is now at an all time low.

There is increased volume in the cohort of minorities, 38 percent
of decline in the number of freshmen choosing science topics. The
concern that we have is that increasingly women and minorities
will have to play a larger role, a significant role in the work force.
This is some indication of the problems that we're going to have
with regard to technical and professional shortage.

This is a chart showing full-time graduate students in engiueer-
ing and computer science and sorted out by numbers of men and
women. As you can see, the engineering professions and computer
science programs are predominantly men.

With regard to minorities, you can see, again, there is a very
small number of people in the pipeline, science graduates, v._io wiil
eventually get degrees and operate as scientists and engineers.
There’s an increasing number of foreign students who are getting
degrees in our universities in engineering.

This is nearly 57 percent of the engireering doctorates. Forty
percent in both mathematics and computer science in 1985 were
foreign-born students who are working in our universities. We are
a Nation of immigrants. We welcome this, but what it does suggest
is that this may be an unstable supply and we're not creating
enough domestic individuals interested in science and technology.

We can see a shortage coming in terms of the numbers of scien-
tists. It's estimated that the cumulative shortfall at the bachelor’s
level in natu: al science and engineering to be about 430,000 by the
year 2000.

We're now in a different situation in education. Where in the
past we used to sort out our very brightest and send them on to
advanced degrees, it's been suggested that we should change our
educational strategy from weeding out to cultivating. That is,
tzking all those that are able and trying to give them the skills
and resources to participate.

This is, again, with the concern that about 80 percent of our
labor force and entrants in the year 2000 will be minorities, women
and new immigrants. In other words, we now have a quantitative
shortage and, in some cases, it's been saggested a qualitative short-
age in the educational process.

What can we do about this? Let’s look at the high school level. If
we assume that the salaries of teachers—there are about 2.4 mil-
lion teachers—if we assume the average salary about $23,500 and
starting at a salary of about $15,400, one response to improving the
educational system is to attract more teachers to the profession
who are niore qualified.
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An analysis of this shows that if we raise the cost of the average
teacher’s salary to make the profession more motivating and more
interesting, that this—about $2,000 a year—will be a $5 billion cost
for the system every year thereafter.

If we reduce class size by 10 percent, that will be another $5 bil-
lion. Or to put it another way, if we raise the cost of the teacher’s
salary to coincide with other occupations with similar credentials,
it would run to an estimated $50 to $100 billion or about twice
what the Federal educational programs are. So simple additicns of
money are not clearly an answer.

A recent survey by the National Science Teacher’s Association
shows that 7100 high schools in the country offer no physics, 4200
no chemistry courses, 1900 no biology. In other words, there is a
lack not only of the science teaching but also of the teachers avail-
able to teach it.

Many states have doubled their requirements in math and sci-
ence, and that’s the good news; the bad news is, we may not have
certified and qualified teachers to teach those subject matters. So
we have to look for other ways.

Most of this began in terms of public attention. What I'd lixe to
do now ig switch to come of the reports that summarize the statug
of education. During the 1983 “Nation At Risk” report, I think,
very effectively summed up that our country is at risk because we
are not meeting the preeminence of commerce and industry and
science and technology innovations from other countries. In fact,
the educational system is a major factor related to this.

In that same year, the “Educating Americans for the 21st Centu-
ry”’ was the National Science Commission on mathematics, science
and technology. They corcluded that the Nation thet dramatically
and boldly led the world into the age of technology is failing to pro-
vide its own children with the intellectual tools needed for the 21st
century.

The commission noted that alarming numbers of Americans are
ill-equipped to work in, contribute to, profit from and enjoy our in-
creasing technological society. They observed that far too many
emerged from the Nation’s elementary and secondary schools with
inadequate grounding in mathematics, science and technolog .

As a result, they lack the sufficient knowledge to acquire train-
ing, skills and understanding needed today and will be even more
critically needed in the 21st century.

The Commission laid out a 12-year progra™ on how to create ex-
cellence in math, science and technology ti:at would be first rate
throughout the world by 1995. They estimated that the first year’s
Federal contributicn would be about $1.5 billion.

Another report that looked at international comparisons with re-
gards to mathematics—this group essentially looked at the ccm-
parisons scores on the international tests which showed, again,
Japan being first in terms of eighth graders; U.S. being last. This
was a comparison of calculus for the top five percent.

This was the average students. Again, Japan leads, and the
United States is down near the bottem. These are eighth graders
but, of course, the Japanese felt this was too easy for the'r eightk
graders and used seventh graders.

ERIC 10g:
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A similar study was done in looking at the science achievement
in 17 countries. The results are much the same; that is, the United
States is, in physics, well below the average of other countries; in
terms of chemistry, again well below the average; in biology, last.

The Educational Testing Service has summarized the figures
with regard to mathematics achievement over the last four nation-
al education progress reports and finds that while there have been
some gains, that most of it has been in the declarative or factual
areas and not necessarily in the computational areas, and that
we've not attained the gains in the high skill areas that we would
need in terms of a competitive society.

They've also done a science report with similar results; that

while there has been initial decline, that there’s been a slight im-
provement, but this improvement nowhere matches the previous
levels before.
Another study that tried to make some comparisons with regard
to math and science, using comparable figures from the National
assessment, found that the U.S. again placed last in mathematics
with countries of Spain, Korea, Irelanci) and the United Kingdom
and four Canadian provinces.

The significance of the study, however, I think for insight, is that
comparing the highest groups, the Koreans with the U.S. group, we
find that our kids are pretty good at one-step solution and our text-
books represent that.

When it comes to two-step solutions or complicated computa-
tions, that the percentages drop significantly witE the Koreans ob-
taining 78 percent of the correct answers and the U.S. students 40
gercent. When it comes to understanding principles, it’s down to a

percent level of comprehension.

ETS also initiated its first computer competence study, and they
found that the students score very poorly. Most of what's taught in
the schools is how to program. The kids who benefit most from that
are the kids who have computers at home. The interesting statis-
tics that they show that—aside, the United States has about two
million computers that are used in schools—when one looks at how
they’re used, in other words, in this column “never used,” for
mathematics, you find that 62.3 percent of children have never
used a computer for mathematics. Also down here in the 11th
grade level, that’s even higher.

In the science area, t> use a computer for science, 87.2 percent
have never used a computer to do science. There’s a reason for
that. That is, more than half of our secondary science teachers
have never had a course in computer science. Most of them have
approximately six hours of in-service training, primarily by going
to meetings.

There are some positive things happening. The Association for
the Advancement of Science is creating a curriculum, “Science for
Americans,” with the aim of trying to make products of our educa-
tional system science literate. What they’re doing is synthesizing
the new developments in science, trying them out in the schools,
and t?ing to make it an integrated course of scicnce that people
around the country could use.

Another very significant activity has been the National Council
of Teachers of Mathematics, who have gotten together the profes-
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sional associations and societies to work out a set of standards that
they could all agree upon in the area of mathematics.

Collectively throughout the country, the attempt is not to change
the local or state practice of mathematics, but to compare it to
what professionals and matkomaticians believe is what students
should have in the way of skills when they graduate.

So, basically, one can conclude that since the “Nation At Risk”
and all of the educational reform that has taken place, that if one
were to look at the statistics of progress, one would find not much
significant gain. Even if there were gains, it does not necessarily
mean that we are responding to the challenges and opportunities
available to us in the 21st Century; that is, it’s not that education
isn’t changing—it is—education is not changing fast enough to
keep up with our social, technical and scientific advances.

Finally, it is evident that the economy—science, technology and
educstion—are all highly related. Science-driven innovations fur-
ther the economy and create new jobs and new industries. Technol-
ogy increases productivity but requires a more skilled professional
labor force with a broader education and greater familiarity with
the tools of science.

Currently, this shortage in the ceience areas are being filled by
foreign scientists, people who have come here and who are educat-
ed in our institutions and remain. There is, much like the national
deficit, much iike the balanced trade in which countries loan us
monies to invest and do things, it’s not clear how long they will
permit us to use their best and brightest to meet our short-term
needs.

In short, there is a strategic need for the development of human
resources, and much of that is on the way. The National Science
Foundation has programs with regard to trying to create supercom-
puter centers, educational engineering centers that look at the
basic fundamental cutting edge concepts in our professions, and in
areas of trying to take multi-disciplinary teams to develop science
information to make it valuable and useful to industries.

We need efforts of heroic proportior: in the educational realm if
we are to match those demands and needs that will be upon us in
the 21st Century.

Thank you.

[The prepared statement of Andrew Molar follows:]
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A REVIEW OF THE STATUS AND TRENDS IN SCIENCE AND MATHEMATICS EDUCATION
AND HUMAN RESOURCES DEVELOPMENT FOR THE WORKFORCE

Andrew R. Molnar
National Science Foundation .
Washington, DC 20550.

I want to thank you for the opportunity to meet with you today and ~eview the
status of science and mathematics education. I have been asked to identify
and highlight some of the more significant reports that have been written
since the "A Nation at Risk" report.

Megatrends or Megatraumas.

Before I begin I would like to say a few words about several "megatrends" in
our society that appear to affect what is happening in education. Or, since

education seeas to go from crisis tc crisis. 1 would like to talk about what
has been described as the new "megatraumas" about to beset us.

The Information Revolution: The New Educational Crisis.

First, we experiencing & scientific ar1 technological revolution of
unprecedented proportions. The information explcsion has greatly increased
our understanding of the world about us and uocording to economists is
largely responsible for our high standard of living. However, the continued
growth and exploitation of information rests not only upon science's ability
to produte new knowledge, but also upon society's capacity to absorb it and
use it. There is a growing awareness that we are fast reaching the human
lipits of man's ability to absorb new knowledge.

The International Competitiveness Crisis and Qur Response.

Second. as Mr. Erich Block, the Director of the National Science Foundation,
roted in a recent speech, we have moved from a national economy to a global
econony. Since World War II he says, U.S. technology was some of the best in
the world and our technological innovation accounted for nearly half of our
productivity gains. Mr Bloch notes, world trade has increased sevenfold
since 197C and over two-thirds of the goods we produce must now compete
aguninst merchandise from abroad. The factors that have affected this
-ronsfurmation, he says are the industrial resurgence of Europe and Japan,
the spread of industrialism to less developed nations, and the development of
communications and transportation technology that make world-wide industrial
integration possible. He says we have learned in recent decades that strong
basic research is not a sufficient condition for strong economic growth.
There wust also be ways to link new knowledge with industry and to strengthen
research in those areas that are likely to be most fruitful.

Mr. Block has observed that huwman resources development of scientists wad
engineers are the strategic resource of this era. He says we need to start
now iraining the technical manpower America will need in the 21st Century.

Human Resources:The National Crisis in_Science and Engineering

Third, we are facing a rapidly changing structural shift in our national
workforce. Following the much publicized "baby-booxm" has been a "baby-bust"--
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.a significant decline in the number of births. As a consequence the pool of
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human resources is smaller, Demographic studies show we are facing a period
of shortage of scientific and technical manpower. There will be a twenty-two
percent decline in the college-age population in the next decade, and the
rate of college students choosing science and engineering has declined 38%
over the past decade. These shortages will have to be made-up by women and
minorities--groups that have historically not participated in large numbers
in science. Eighty percent of the new labor force entrants by the year 2000
will be minorities, women, and new immigrants. If one looks at the full time
nugber of graduate students in engineering and computer r .ence, one finds a
small number of women. Similarly the number of minorities in greaduate
education in computer science and engineering is small.

Currently, toreign born scientists and ¢ngineers make up 8 large and growing
part of the pool. Ph.D degrees, a good indicator of the state of the science
pool, shows that 57% of the engineers and approximately 40X of the
mathematics and computer science graduates are foreign born. The pool is
lamited tecause fewer and fewer U.S. students go on to advanced degrees, and
there is an increasing number of foreign students being trained in science
and engineering.

Many feel that the skills of the labor pool are also diminishing. In short,
the nation is experiencing both & quantitative and qualitetive shortfall of
human resources during a time of rapidly changing need. In order to increage
the number and quality of students in the educational pipeline, it has been
suggested that we will have to change our educational philosophy from
"weeding out" all but the best, to "cultivating" all that are able.

Teacher Shortages.

Fourth, most States have significantly increased the graduation requirements
in mathematics and science. That's the good news. The bad news is were
running out of teachers qualified teachers. It is estimated that we need
about 1.6 million teachers in the next eight years. While estimates of need
differ and vary from place to place, it is clear that many teachers are soon
to retire and many are leaving the field for higher paying jobs. It is also
clear that in 1968, 25X if all freshman and 37.5 percent of women were
planning teaching careers. In 1987, Freshmen interested in careers is §.1%.
Therefore, with a smaller cohort and smaller number to cullege students
interested in education in general, it is clear there will be shortages in
the near future.

In addition, many mathesatics and science teachers are not certified in these
fields in which they teach. It is estimated as high as half of the certified
teachers teach out of field.

The National Science Teachers Association Survey shows that of the
approximately 24,000 high schools, 7,100 offer no physics, 4,200 offer no
cheaistry ccurses, and 1,900 offer no biology courses.

Some say if we make teaching more attractive we can get more and better

teachers. We have 2.4 million teachers with an average salary of about
$23,500 and average starting salary of approximately $15,400,

-2 -
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Lets suppose we raise teacher's salaries $2,000 a year. That will cost the
Nation § billion dollars annually, every year. Let's suppose we meke a 10%
reduction in class size --that will cost another 5 billion a year., If we
bring school pay in line with other occupations requiring college degrees, it
is estimated that it would cost 50 to 100 billion a year--twice the cost of
all Federal education programs.

Status_and Trends in Science and Mathemati.s Educetion.

Nation at Risk. In 1983 The National Commission on Excellence in Education
declared that our Nation is at risk: our once unchallenged preeminence in
comxerce, industry, science and technological innovations is being overtaken
by cozpetitors throughout the world. They identified education as a
significant factor for this and said that if an unfriendly foreign power had
attespted to impose on America the mediocre educational performance that
exists today; we might well have viewed it as an act of war. They came to
this conclusion based upon some of the following findings:

o soxe 23 million Azerican adults are functionally illiterate

o average achievement of high school students on most standardized tests is
now lower than 26 years ago

o college SAT test scores demonstrated a virtually unbroken decline from

1963 to 1980

o there was a steady decline in science achievezent scores of 17 year olds
from 1969 to 1977

o between 1975 and 1980, remedial mathematics courses in public 4 year
colleges increased by 72% and now constitute one quarter of all sathematics
courses taught in those institutions

0 average test achievement of students graduating from college was also
lower,

Connission on Precollege Education in Mathematics, Science and Technology.
Also in 1983, the National Science Board Commission on Precollege Education
in Mathematics, Science and Technology wrote & report, "Educating Americans
for the 21st Century". The Commission concluded that the Nation that
dramatically and boldly led the world into the age of technology is failing
to provide its own children with the intellectual fools needed for the 21st
Century. The Commission noted that alarning numbers of Amecicans are 111
equipped to work in, contribute to, profit from, and enjoy our increasingly
technologizal society. They observed that far too many eperge from the
Nations's elezentary and secondary schools with an inadequate grounding in
mathematics, science and technology. As a result, they lack sufficient
knowledge to acquire ihe training, skills and understanding that are need
todqy and will even more critically needed in the 21st Century.

The Cozmission defined a national agenda for improving elementary and
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secondary science education in mathematics, science and technolcgy. They
spel”ed out a plan of action for all gectors of society and detailed a 12
year plan that would provide all youth with a level of mathematics, science
and technology cducation that would be the finest in the world, without
sacrificing the American birthright of personal choice, equity and
opportunity. They estimated the costs to the Federal governzent for the new
progrars for the first year to be $1.51 billion.

‘ The Underachieving Curriculuam. In 1987, an assessment was made of U.S. School

. Mathematics from an international perspective called the "Underachieving
Curriculun® A survey of eighth and twelfth grade students in the U.S. and
seventeen countries were surveyed. In the U.S. the achievement of the
Calculus classes, the nation's best mathematics students, was at or near the
average achievezent of the advanced secondary school mathematics students in
other countries. {In most countries, all advanced mathematics students take
calculus. In the U.S., only about one fifth do).

The achievement of the U.S. precalculus studants was substentially below the
international average. In some cuses the U.S. ranked with the lower one-
fourth in the Study, and was the lowest of the advanced industrialized
countries. '

The report concludes that a fundamental revision of the U.S. Schoul
wathenatics curriculum, in both form and substance, is needed. This activity
ghould begin at the early grades of elementary school.

Science Achievement in Seventeen Countries. In 1988, "Science Achievement in
Seventeen Countries: A Report of preliminary results froz a 1983-86,
Multinational Study by the International Association for Evaluation of
Educational Achievement” were published. The survey focused on ten year old,
14 year old, and the final year of secondary school. The U.S. ranked below
average in Physics, Cheaistry, and Biology.

The Mathematics Report Card. The Educational Testing Service(ETS) in 1988
published two significant reports; one on mathematics and one on science. The
"Hathezatics Report Card: Are We Measuiing Up? reviewed mathesatics
achievenment in the 1986 National Assessment of Educational Progress(NAEP).
Soze of the pertinent statistics cited are:

o one out of three major corporations already provides new workers with
basic reading, writing, and arithzetic courses.

o 1if current demographic and economic trends continue, American businesses
with hire a nillion new people a years wno can’t read, writo, or count.
Teaching them how...will cost industry $25 billion a year for as long as it
takes.

o the most recent international mathematics study reported that average
Japanese students exhibit higher levels of achievement than the top 8% of
American Students enrolled in college preparatory mathematics courses.

ETS reviewed the National Assessment of Educational Progress (NAEP! in
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pathematics for 9, 13, and 17-year old for the years of 1973, 1978, 1982 and

: 1986. The report says that assessment findings show both encouraging and

< discouraging trends. There were improvements in performance occurring across

a wide seguent of the population, especially among Black and Hispanic

students. However, this good news, they say. must be tempered by continuing

concern over the generally low levels of performance exhibited by most high

school students and by the fact that the majority of improvement shown N
' resulted from increased performance in low level skills.

The Science Report Card. ETS also published "The Science Report Card: Trends

and Achievenent Based on the 1986 National Assessment” which reviewed the

science results. The trends for 9, 13, and 17 ycar olds across five national .
: science assessients from 1969 to 1986 reveals a pattern of initial decline -
followed by a subsequent recovery at all three age groups. They report that
to date, the recoveries have not matched the declines. At age 17 student
science achievement remains well below that of 1969.

The trends suggest that a majority of 17 year olds are poorly equipped for i
informed citizenship and productive performance in the workplace, let alone .
post secondary studies in science. More than half of the 17 year olds appear .
to be inadequately prepared either to perform cozpetently jobs the. requare .
technical skills or to benefit substantially from specialized on the job

training. Only 7% have the prerequisite knowledge and skills thought to be

needed to perfora well in college level science courses. They conclude that

since high school proficiency is a gocd predictor of whether or nct a young

person will elect to pursue post-secondary studies in science, the

probability that may more students will embark on future careers in science

is very low.

They ~eport that despite recent gains, the average proficiency of Black and
Hispanic students remains at least four years behind that of their White
peers.

A World of Differences. At recent report publish this year, "A World of -
Differences: Report of an International Assessment of Mathematics and .
Science”, is a multi-national study of 13 year olds based on test items drawn

from the mathematics and science components of the NAEP surveys. The U.S,

U.K.. Spain, Korea, four Canadian Provinces, and Ireland participated. The

U.S. placed last in mathematics and in the lowest group in science. Korea

scored the highest on poth tests.

Computer Competence. ETS, in 1988, published their results of the First
National Assessment of Computer Competence. Trey found that computers are
prizarily used to teach prograuming and little else. The achievement scbres
in this area are not too good except for those who also have computers at
home. Even with an estimated two million computers, 78% of the Tth grade and
87% of the 11th grade never use computers to solve science problems. In the
7th grade 62% and 77.9% of the 1lth grade never use computers to practice
pathenatics. The report notes that America’ prominence in the world economy
rests to a large extent upon its technological competitiveness. We are not
longer, they say, sO much & nation ricii in industry as a nation rich in
information. Our future industrial strength depends on how effectively can
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use comsuter-based technologies.

Science for All Ame~ ans. Several of many positive actions are now underway
that deserve notice .he American Association for the Advancement of Science
(AAAS)(1989) initia.:@ an effort through reforu in science education. The
report, "Science for ..Ll Americans (Project 2061) is an attempt to establish
a major ¥ indergarten-through high school reform and synthesis of the school
science curriculum. Its aim is for the improvement of the ability and
capacity of the educational system to send forth citizens who are "science
literate”

Curriculum and Fr-~luation Standards for Mathematics. The "Curriculum and
Evaluation Standards for School Mathematics"™ (1989) is a very significant
report. Tte National Council of Teachers of Mathematics (NCIM) initialed a
Commission of the major professional and mathezatical associationg to create

: a coherent vision of what is means to be mathematically literate in a world
that relies on calculators and computers to carry out mathematical

co procedures, and a world where mathezatics is rapidly growing and is

. extensively being applied in diverse fields and to create a set of standards
to guide revicion of the athool mathematics curriculum and associated
evaluation toward this vision. The reprsrt is the outcome of the Cozmissions
findings and recommendations.

National Science Foundation Programs.

While the prize purpose of this presentation was to review soze of the
demographics and the status and trends of the most recent reports in science
and rathematics education as they relate to the work force, I would be remiss
if I did not acknowledge that much is going on at the National Science
Foundation aized at international cozpetitivenes and meeting the nation's
human resource requirezents. The National Science Foundation has initiated
prograzs to create supercomputer centers and a high speed n- -rork that will
connect all centers, and will soon be available to all unive {ities
throughout the country. This year high school students are also carrying out
research at the Cornell University supercomputer center. Engineering
Research Centers have been established to work on developing fundezental
engineering knowledge to enhance international cospetitiveness. Science and
Technology Centers have been established to work on multidisciplinary
problexs related to competitiveness.

Our science and engineering education programs are revitalizing science and
mathesatics at the school level. We are developing new mathematics and
science curriculum at the elementary and secondary levels of education. We
have several Teacher Enhancement Programs to assist teachers in keeping up
with recent developzents in science and mathezatics. We have a Young
Scholars Program to permit high school students the opportunity to work with
scientists. Our Informal Education Program focuses on out of school learning
in mathematics and science. And our Applications of Advanced Technologies and
Research Programs support work that focuses on innovaticn and fundemental
knowledge for teaching and learning.

O
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Suzzmary and Conclusion.
In conclusion, It is clear that since the publication of the "Nation at Risk"

in 1983 and in spite of legislative action and educational refora, the
perforaance of our educational systea, as a whole, has not significantly
icproved. And even if the current systens ere improved, they still cay not be
responsive to the needs and opportunities of the 2ist Century. It is not
that education is not changing; it is, However, it not changing fest enough.
It is becoaming increasingly clear that with rapid changes in science and
technology and the rapidly changing cozposition of cur work force that
ceasures of heroic proportions gust be zade if education is to be responsive .
, to the challenges we face. It will require new thinking as innov.ative as that
going on in all fields of science and technology if we are to be cozpetitive.

It is evident that the problems of the econoxy, science, technology and

education are highly related. Science-driven innovaticns spur the econozy

and create new jobs and new industries. Technology increases productivity,

but requires a more skil.ed professional labor pool with 2 broader education

and greater fanillarity with the toold of science. There is and will

continue to be a shortage of scientists. Currently it is being filled by

foreigners. Much like the national deficit and trade imbalance it is not

clear how long the world will permit us to icport their best and brightest to

work on our proble=s, We zust develop our own hu=en cesources. International

covpetition for global trade will depend not only cn discovery of new )
innovations, but the speed with which that knowledge is transaitted through E
our educational systess to create a highly skilied workforce. It is clear

that the future will require a major restructuring and retooling of our

social, industrial and educational jnstitutions.
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Mr. Goopring. Thank you, Dr. Molnar. I think we will do a quick
on-the-spot survey, since I see six studentc in the rear. Are you,
what, 11th graders, 12th graders, 10th graders? How mauy of you
have taken every math and science course that your school oftered?
That’s pretty good, a pretty good survey.

Do your schools offer calculus? Beyond calculus? How many had
elementary teachers that you helieved were quite knowledgeable in
the teaching of science and mathematics, quite capable? Some were
and some weren't. I think that’s part of the problem.

Yes, Dr. Molnar?

Mr. MoLNAR. I'd just like to mention that there are some out-
standing gifted and talented students that are participating. This
year at the supercomputer center at Cornell, we have high school
students who have competed in the superquest to do research
projects that would require the use of the supercomputer.

It’s not significant that they’re using a supercomputer, a very ex-
pensive and valuable tool; what is significant is that the subject
areas that they’re studying are not represented in the undergradu-
ate or high school curriculum. In other words, they're so remark-
ably different at a diffzrent scope. But there are some outstanding
students. The foundation also supports the president.al awards in
math and science for teachers.

It is extremely elating to work with those. I've helped organize
those raeetings, and we had some outstanding teachers throughout
the country. The situation is that everything is changing. Educa-
tion is not static. It’s a dynamic situation, and these problems must
be attended constantly.

Mr. GoopLING. One last question: How many of you had comput-
er training in elementary school? How about secondary school?

Thank you very much, Dr. Molnar.

Our next panelist is Dr. Shirl Gilbert, Deputy Superintendent,
Indianapolis Public School System, Indianapolis. Jim had to go
back eetg his office for a scheduled meeting. So if you would like to
proceed.

STATEMENT OF SHIRL GILBERT, DEPUTY SUPERINTENDENT, IN-
DIANAPOLIS UBLIC SCHOOL SYSTEM, INDIANAPOLIS, INDI-
ANA

Mr. GiBerT. Thank you, Mr. Goodling. First, may I share with
each and every one of you that it is a signal honor for me to be
able to sit before you this murning and share severasl critical issues
which I know must be considered by policy-making bodies across
this country if we’re going to stem the tide of mediocrity and illit-
eracy which is streaming out of our elementary and secondary
schools and urban centers across this Nation?

I bring you greetings from the 55,000 boys and girls of the Indi-
anapolis public schools, from its superintendent, Dr. James Adams,
and from its board chair, Mr. Steven Hyatt. I appear before you
this morning, representing 25 years of urban public educational ex-
perience: 5 years as an elementary teacher in the St. Louis Ban-
neker group of schools and the Pruidigal Project in St. Louis, Mis-
souri, 3 years as principal and assistant principal of that same
building, the Carlane School, and 17 years in various and sundry
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administrative positions at the central office—the final 12 or the
last 12 being at the highest executive levels of public, elementary
and secondary education in our Nation: 6 years as superintendent
of schools in East Chicago Heights public schools in East Chicago
Heights, Illinois; 4 years as superintendent of schools in the Peters-
turg, Virginia, public schools in Petersburg, Virginia; and the past,
2 ﬁ'ealgs as the deputy superintendent of the Indianapolis public
schools.

These years in the vows of urban public education in our great

Nation has given me a view zind a Perspective of the system which
I hore has prepared me to share substantively with you this morn-
ing.
I must share that I am somewhat disappointed, as this is my first
opportunity to speak before an august committee of Congress and
to speak on an issue about which I feel passio.ately, and which I
feel is one of the most important issues that ‘e must face in the
Nation today; that being education, especially as relates to public
education and particularly to urban public education.

Finally, I come before you from my position as Chairman of the
Superintendent’s Commission of the National Alliance of Black
School Educators which counts among its membership some 96
black and brown superintendents from urban public school systems
around this country.

Their numbers include the superintendent of: Memphis, Tennes-
see; St. Louis, Missouri; Atlanta, Georgia; Dayton, Ohic; Chicago, Ii-
linois; Compton, California; Dallas, Texas; Portland, Oregon; Rir-
mingham, Alabama; Detroit, Michigan; East Orange, New Jersey;
Gary, Indiana; and many other urban centers across this Nation.

The focus of my sharing with you this morning will spotlight
three areas: one, funding; two, teacher and administrative training;
and three, legislative/mandate sensitivity.

Mr. GoopLING. I'm sorry, would you repeat the last one?

Mr. GiLBERT. Legislative/mandate sensitivity. I want to present
to you this morning as a practitioner and from a practical perspec-
tive as an administrator who is resently and currently trying to
do all that can be done in an urban system to give young people
the preparation they need to compete in life.

I often use compete and competition in opportunities to speak,
and I always want to differentiate between competition on the foot-
ball field and the basketball court. I'm talking about competition
and the ability to be able to compete on the world stage and in life
as they leave the halls of academia at the high school level and,
hopefully, at the college level into the future.

First let’s talk for a few minutes, if you will, about funding. Cer-
tainly, as has been chronica] to you in the testimony of Dr. Molnar
Previously, there is no panacea in throwing dollars, millions, even
billions of dollars at these issues; but certainly there is a need to
begin to take a look at how we are utilizing the dollars we are
using and try to assess the extent to which additional dollars in
some focused areas might be able to help us to do a better job of
delivering high level instructjonal services to boys and girls in
urban, big city public school systems across this Nation.

First we need flexibility. If is unfortunate that despite the fact
that millions, even billions of dollars are doled out from Congress
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to elementary and secondary schools systems across the country,
that all too often these dollars are tied to red tape and limitations
which preclude, prevent car opportunity to be able to utilize these
funds in the most advantageous way for boys and girls in our
school systems.

1 want to share with you a recent experience which grew out of
my effort to initiate an innovative, I think, and potentially success-
ful program in Indianapolis Aesigned to help the poorest perform-
ing youngsters in the Indianapolis public schools tc have a better
opportunity to be able to be successful educationally.

My staff and I, over the summer, dreamed up, if you will, a pro-
gram that we dubbcd the curriculum enrichment rooms. We
wanted to take the bottom of the academic achievement spectrum
in grades four, five and six, and create in certain identified build-
ings where youngsters were at the bottom of that academic spec-
trum academically and put them in what we called academic weigh
stations.

We wanted to pull them out of the mainstream program, put
them in a nongraded program designed to have no more than 16
young people, a hand-picked teacher and a hand-picked teaching
assistant with high interest, low level materials—because these
young people were three, four and five years behind in their ability
to be able to read and compute at the level commensurate with
their age and stage in school—and over a period of no more than
94 months with a 12-month review of where they are—so it’s a 2-
year program maximum—with a review for every youngster at the
end of the first year of how well they're being able to take advan-
tage of this highly academically enriched program.

We would focus in this program only on reading and math in the
main with our desire to have these young people to remediate poor
skills sufficient to be able to compete with their contemporaries
back in the appropriate grade level to which they would be as-
signed.

These programs required us to renovate some classroom spaces
because we wanted to paint them differently than the other classes
ir. the room, because we wanted these young people to be proud to
be a part of this EER program and not to feel, as often youngsters
feel in Chapter 1 and other remedial compensatory programs, that
they are “the dummies” and that they need some special effort on
the part of the school to help them to be successful.

Rather we wanted to have people to be proud to be in these class-
rooms, so we wanted to paint them a distinctive color, different
from any other color in the building. We wanted to purchase for
these classrooms additional and different and colorful and exciting
furniture and equipment. We wanted to select, on a hand-picked
basis, the best teachers we could find to go in who understood that
all kids can learn and that kids do what you expect them to do in
terms of what is going on.

As we searched for ways to fund this, it met all of the criteria for
funding through Chapter 1 programs, so we sought out our Chapter
1 administrators and specialists in the system. We worked with
them to write the proposal to be included in our Chapter 1 grant to
go to the state. We forwarded that innovative, creative program as
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a part of our Chapter 1 request for 1989-90 to the State Depart-
ment of Education in Indiana.

What we got back a few days later from the State Department
people was that our effort to implement this program reflected a
supplanting of the middle part of general fund monies for the
system and therefore was ineligible for Chapter 1; but that if we
wanted to pair these classes with a similarly situated general fund
class, but half the students in each, we could do it.

Well, the reason that we turned to Chapter 1 in relation to these
programs was because we did not have sufficient funds in the gen-
eral funds to oversee this kind of program and wanted to use sup-
plemental funds that we got from the Federal and the state govern-
ments to underwrite these.

We went over and we talked to the State Department people ar,4
we tried to convince them that, in fact, this was a program taat
had the potential to have these young people to be successful, and
they agreed that it was an innovative program inconsistent with
anything “hey had seen before, and they thought it had all the in-
gredients to work, but that we could not use Federal funds to un-
derwrite it.

Ladies and gentlemen, that is the kind of inflexibility that pre-
vents us from doing the kinds of things we need to do to help these
young people to be able to benefit, especially young people in urban
centers who come with all of the demographic baggage which pre-
vents them from being able to be successful in school.

There are only three things that are different between young-
sters who are in urban and suburban schools who do well, and
youngsters who are in urban schools who don’t do well. My young-
sters, 60 percent of whom would be characterized as minority and/
or disadvantaged and/or poor, and they are both black and white
and brown, come to the Indianapolis public school system without
a self-concept or without a selfesteem that allows them to even
feel they can be successful.

They come with very few opportunities to have been successful
over the four or five years of their life as they enter kindergarten
and/or first grade, and they come with nobody celebrating that, in
fact, they are meaningful human beings. They come with an expe-
riential deficit that prevents them from being able to take advan-
tage of the instruction in the classroom or to make the transfer
from what’s going on in that classroom to real life learning.

I always want to make an example of that so that everybody can
understand what we’re talking about when we say an experiential
deficit that urban kids bring to schools. I have about 7,000 kinder-
garten and/or first grade kids. I have to use both because in the
State of Indiana, kindergarten is not mandated, unfortunately. So
many of our youngsters don’t come to school until their first grade.

We have about 7,000 kindergarten and/or first grade kids who
come to the Indianapolis public schools every September. Better
than 70 percent of those 7,000 young people come having never
Seen a real live elephant in their life. They come having never seen
a real live elephant in their life. Now ail of them have seen ele-
phants in the book or the magazine or on television and they were
this big. They thought they coulid step on them and kill them.
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Then they come to school. They get a fabulous teacher in first
grade and/or kindergarten. I have many, many fabulous teachers
in first grade and kindergarten in Indianapolis. They do a good job
of teaching these young people the concepts big and little. When
they get through teaching those concepts, these little people, these
young 6-year-olds understand big and little. They know what’s big
and they know what’s little.

Some of our teachers are resourceful and they go find, Mr. Good-
ling, beach balls in Indianapolis. It's tough to find a beach ball in
Indianapolis because there's not too many beaches there, but they
find beach balls in Indianapolis. Then they go pull out for their
kids a bolo bat or bolo bat ball and they use these manipulatives of
the great big beach ball and the little bitty bolo bat ball to teach
fhelse kids, using those manipulatives, what the concept of big and

ittle is.

The next day they pull out the reader for these young people.
You know, in the first grade, the kids can’t read so they have big
books. A big book is a big replica of a little book that kids use, but
the teacher uses it in front of the class. She holds it open. She
points to the words and she reads and teaches kids by association
what those words mean.

She pulls out a big book and opens it to the first story and the
first story in the big book is about the circus. The first line of the
first story in the big book says, “Down the street came the big, big
elephant.” They understand what street is. They understand what
down is. They know what big and little is because they got taught
that yesterday. But they are immediately confused because their
only experience——

Mr. GoopLING. Excuse me one minute, Doctor. Before the young
people leave, I should ask one other question. How many of you are
going to be teachers? Therein is our problem.

Mr. GiLBERT. It certainly is part of it. They are immediately con-
fused because while they understand what big is, the elephant that
they've seen, they thought they could step on and kill. They've
never seen a big, real elephant so they can't make the association
between this word big and this thing they know about that is an
elephant.

They’re confused. That confusion that happens in_ every first
grade class in Indianapolis every year is replicated thousands of
times every week all year long in their first, second, third and
fourth grade years because they have this experience deficit.

Therefore, the longer they stay in school, the farther they fall
behind because we are unable to accommodate the deficit that
these young people bring to school. The third thing that is different
between youngsters who perform and youngsters who don't is the
fact that their parents are involved and understand the importance
of education.

Parents, in many instances, always say school is important.
Young people decide what's important not based on what parents
say but based on what parents do. We have worked real hard in
Indianapolis to try to help parents understand that it's important
that they do some things with relation to education to help their
young people understand how important it is.
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I advocate all over town as I talk to parents that if you do one
thing, the scores in Indianapolis will go up. If I got every parent in
Indianapolis to do this one thing, then the scores would go up. That
is, ask the kids every day when they come home from school what
happened at school today.

: The first 200 times you ask the kid what happened at scheol
; today, they are going to tell you nothing because that's what

they’'re used to saying. They don’t think you really want to know
what happened at school because you don’t spend any time talking
to them about school or visiting school when nothing is wrong.

On the 201st or the 215th or the 307th time, they will tell you
they made 85 on the test. It is important that parents know when
they finally get an answer from this young person—they will get
an answer eventually if they keep asking. I keep telling people
they have to persist with them and keep asking that even though
the kids are saying nothing,

Now don’t make a big deal on them saying nothing. Don’t tell
them you know something havpened. Leave it alone. Don't fuss at
them because they won't tell you what’s going on at school today.
Eventually they will tell you they made 85g on the test.

When they do, you have got to celebrate their success. You’ve got
to celebrate that, in fact, something good happened at school. Then
do something special for these young people. What that does is
take advantage of human nature, what we know about the affec-
tive reality of being a person; that is, to have somebody celebrate
you if somebody does something special for you because you did
something that they wanted you to do; that you’re tendency is to
want to do that again because you want them to treat you like that
again,

So the affective nature of schooling, that we haven’t spent any
time teaching parents, must become a reality if we're going to
make a difference. The funding realities of all these things are that
they cost money to implement because they’re beyond the realm of
; what is the usual and customary responsibility of schooling, that of
' delivering high level instructional services in reading, math and
language arts and the other courses of the curriculum.

0 it is important that we have some flexibility so we can use
some of these funds that heretofore have been categorically tied to
red tape and limitations in ways that would be more creative and
more innovative, that would speak to the real issues that are inher-
ent in our success in school today.

Second, I want to share with you that there’s a real unwilling-
ness in the general populous of urban America to fund schools as
they have been furided in the past. Schools, as you know, have been
funded on the backs of folks who own property in this Nation in
the Jocal communities in which the schools exist.

In the suburban and parochial and private situations, whether
funding sources or that and other strategies, but where kids per-
form academically at a higher level than they do generally in
urban America, there is less of a resistance to pay those taxes that
are necessary—or the tuition in the case of private and parochial
schools—that is necessary to educate those kids.

When _you find an ~urban America—Indianapolis, Chicago,
Boston, Baltimore, Miami, Los Angeles—that the number of people
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in those communities who are impacted >y youngsters who are in
the public schools is diminishing year atter year after year after
year.

There :s a reluctance for those who have no vested interest, they
think, in the schoois to continue to pay more and more and .aore
taxes to support those schools. So Congress has got to be more sen-
sitive to the fact that there’s an unwillingness on the part of urban
ﬁlmerica to continue to fund schools as they have been funded in

¢ past.

We've got to find other sources of funding of schools. We've got
to begin to help states to use funds that they have come up with in
the last 10 to 15 years like lottery funds. State lottery situations
are blazing across our Nation. We just, a few months ago, approved
it in the State of Indiana. They always, as they try to sell lotteries
11:0 the populous, include education as one of the benefactors of the

ottery.

I want to tell you that I was in Chicago for 13 years before the
lottery and after the lottery, and very little of the lottery money in
Chicago, which is now 10 or 12 years old, goes 1o the schools in the
State of Illinois. My guess is that that will happen in Indiana, Ala-
bama and Mississippi and in Oregon unless Congress begins to take
some positions that would allow some incentives to the states that
would be willing to use some of those billions that come in the lot-
tery processes for the funding of public schools and public educa-
tion.

The third issue I want to deal with with relation to funding has
to do with our trying to look at some new funds coming into urban
America from the Federal Government. It has been historical that
the Federal Government does not fund public education. It's a lo-
cally-funded and state-funded institution in our Nation.

Those things that come from the Federal Government have been
designed in the main to compensate for inequities that have hap-
pened over time with relation to public education and to serve as
incentives to cause state and local governments alsv to compensate
with relation to that.

It's time now for the Federal Government to start using its
muscle to provide Federal incentives to help these unwilling com-
munities to understand that they must fund these public schools in
this Nation. It's time to tie Federal funding coming into the state
to the state’s willingness to fund the schools at a higher level than
has been the case before.

You and Congress very successfully were able to convince state
%overnments that you wanted to change the speed limits on the

ighways and byways of this Nation from the 70 and 75 they were
several years ago to the 55 and 65 they are now. You did that very
successfully by tying the Federal monies that go to the states for
transportation-related issues, roads and public transportation and
other federully funded programs that go to the states, to their will-
ingness to change those speed limits.

You, as I'm sure I don’t have to share with you, were able, in
every state in this union, to cause the powers that be in the states
to change those speed limits from 70 to 55 without exception. We
want you to use those same kinds of muscles as Federal incentives
to states to begin to take another look at the level of funding that’s
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going to elementary and secondary schools in each of these states.
We think that you certainly have the clout to do that. We would
admonish that be one of the things you look at.

We also want to suggest something new. A few years ago we had
some things called urban enterprise zones. In those urban enter-
prise zones we did all kinds of great things. We forgave taxes to
investment entities and individuals who were willing to build and/
or invest in these urban enterprise zones.

We paid people incentive grauts in order to help us to develop
economic programs that would help to revitalize central decaying
cores of urban cities. Those things, again, were successful utiliza-
tion of the muscle tha” Congress has as the National body which
oversees the operation of this great Nation.

We want to propose to you that we have some urban education
zones. In these urban education zones, the same kind of thing hap-
pens that happened before those who were willing to support urban
enterprise zones. In these urban education zones, we would suggest
that you would forgive Federal taxes and that you would present
incentives to states to forgive state taxes to entities who were will-
ing to invest in the improvement of urban education in those areas.

We would suggest that you also assist, in the point that Mr.
Goodling made just a few minutes ago as the young people left the
session, us in recruiting the best and the brightest teachers to the
urban centers of this Nation. We think you can do that by putting
in place, in these urban education zones only, grants that would
allow BA degree teachers, first year who are coming out who want
to get advanced degrees, grants to allow them to get their degrees;
but in return for that they must teach in an urban education zone,
and they must %ive to that urban education zone their considerable
skills for some limited period of time, five, ten, whatever is consist-
ent with the best and brightest among you who put together these
kinds of legislative packages and programs for our Nation.

We would suggest that you could ascist us in generating new
funds for urban public schools. You could assist us in recruiting
teachers and developing programs through incentive monies that
would go into these urban education zones designed to make them
more attractive for individuals who otherwise would find other
places more desirable to teach and to learn and to grow and to
invest.

We would suggest to you that it’s important that we address this
situation of youngsters coming to us with experience who show
deficits, that there needs to be a compensatory program specifically
geared to giving youngsters experiential opportunities to leave
their community and leave their school building and go out into
the larger world and sce an elephant and see the many other

things that will allow them to make the transfer from what’s going
on in the classroom to real life learning.

We need some Federal incentive dollars to convince folks that we
have to do that. In every one of the superintendencies that I've
shared with you before—Illinois, Virginia, and now Indiana—I find
myself in trouble as I advocate for big dollars to go into field trip
programs, because I understand that urban poor and minority and
disadvantaged kids who come into those systems need to have their
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ea(periences accommodated, their lack of experiences accommodat-
ed.

Until we begin to do that, these youngsters are not going to be
able to make the transfer from what’s going on in the classroom to
real-life learning.

Of course, I could talk about the maintenance of the funds that
are still out there. We, of course, want to maintain the Chapter 1
funding. We want to maintain the Head Start funding. We want to
maintain the First Start funding. All of those things that have
proven to be successful educational strategies for America we want
to maintain, but we've got to begin to look at some other strategies
for helping these urban systems to be successful.

The second of the three areas was teaching training. I spoke just
briefly te educational grants for advanced degree completion for
those people who are willing to work in urban enterprise zones. We
also need to focus some attention on our teacher preparation, our
colleges and universities, who are not doing the kind of job that
needs to be done to prepare urban teachers.

I graduated from Perdue University. That is one of the most
prestigious universities in this country, but they did not prepare
me for dealing with the realities of urban public education. They
taught me to deal with mainstream American situations that are
not reflected by what’s going on in Boston, Massachusetts, that are
not reflected by what’s going on in Chicago and in LA.

We've got to help folks understand that there are some cultural
and some historical realities. There are some learning-style and
teaching-style issues that have to be addressed if we are going to be
successful in delivering high-level services to minority and poor
and disadvantaged youngsters in urban America.

We need to put some money—the Federal Government needs to
put some money in training of administrators and teachers in the
urban and affective realities of public education.

Finally, we need to have the Congress to be sensitive to the legis-
lative actions and mandates which they send down the pike or they
cause to be sent down the pike by the states because of actions that
you take.

One very quick example is a law in the books which was just
passed five or six years ago—it was a part of the Fair Labor Stand-
ards Act—which requires that every individual who works in any
agency covered by that act must be paid time and a half and/or be
given compensatory time for all hours over the 40 hour minimum
or maximum work week that is a part of the act.

Now that seems to be a pretty harmless piece of legislation and
certainly has helped many people who have been coerced and in-
timidated into working long hours and not being paid anymore
than they usually would have been paid during the regular 40 hour
work week. We understand the thinking behind the legislation and
certainly it was something that was needed because many, many
people were being prostituted by employers who were not given
them their just due.

What that has done in public, and maybe perhaps even private
and parochial education, is that we have people who work for us as
counselors who also are football coaches. When they work as a
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counselor, their salary is one rate. When they work as a football
coach, their salary is another rate.

We have found that we are in conflict with the Federal law when
we don’t pay that counselor the same rate of pay and even time
and a half when we have him work for us after the working hours
as a football coach. It is not &3 much a problem in the certificated
area, in the example I just used, as it is in the noncertificated area;
those people who come to us and who do not have educational de-
grees and who work for the system.

One would be—and I say a teacher assistant who works for us in
the daytime, assisting a teacher in a classroom, but as a football
coach in the afternoon and who will, because of the football season
and because of the time it takes to work with a football team, work
12, 15, 20 hours over and above the 40 hour work week that is a
part of his regular operation.

What we have had to do in Indianapolis is rut off every last one
of those teacher assictants who were also football coaches after
school because we could not afford to pay them time and a half and
even double time on Saturday when the game happens for their
coaching activities, even when they were willing to do that at the
regular rate of pay. The law says they can’t have that latitude to
do it at the regular rate of pay.

We need Congress to help us, not in this case by giving us more
money, but by having sensitivity to the problems that some of the
legislation that you send down causes urban schools in terms of
what’s going on. We have lost hundreds even thousands of hours
per month of voluntary time that good thinking people who care
about kids have been willing to give us beczuse we cannot afford to
pay them at the time and a half or double time depending on what
daﬁr ilt is. They can’t, per the law, volunteer their time to the
schools.

Now I understand when that piece of legislation was under con-
sideration, there was some discuesion of excluding public education-
al systems from that provision of the law, but it never happened
before the law was enacted.

So it has caused a very serious problem for urban public schools
with relation to our effort to do what we need to do for kids and
have the dollars that we need to do it. So that’s one that doesn’t
cost you any money, but it certainly is consistent with our need for
you to help us.

I want to close these brief remarks this morning by sharing with
you a story that I often share as I speak to educators and those
responsible for education and those who look to education for deliv-
ering quality services to kids across this Nation.

It's a personal story, and it Lr'oes back to my early years as a
young person, 10, 11, 12 years old in St. Louis, Missouri. As is the
case now, when I was 10, 11, or 12, I wanted to be an individual
wh<}>1 was & leader among and between the peers that I interact
with.

So Ilived in the 4300 block on Delmar in St. Louis. In this block
there were hundreds of kids who were my age, 10, 11, and 12. We
played a game that I always talk about because usually people can
associate with it because eve body played this game as a young-
ster. We played a game called ide-and-go-seek.
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I always wanted to be the caller when we played hide-and-go-
seek because the caller was the leader of the game. So I wanted to
be the caller. I figured out a way—I don’t know how I did that. I
have been trying to figure out how I did that so I could do it now—
that I always was able to have the folks to elect me as the caller.

Anyway, most of the time I was the caller. I found the biggest
tree in the alley in the 4300 block on Delmar. I hid my head, Con-
gressman Hawkins, and I said, “Last night, night before, 25 robbers
at my door. I got up, let them in, hit them in the head with a roll-
ing pin. All hid?” Then I said, “Ready or not, here I come.”

I tell that story all the time because I want to make the point
with people that I'm talking to and certainly want to make the
goint with this august body, even the Congress of the United

tates, that sooner or later every last one of the seven or eight
thousand high school seniors in Indianapolis are going to graduate.

Sooner or later every last one of the millions of high school stu-
dents in this Nation are going to graduate or otherwise be put out.
When they graduate they are either going to be ready or not.
Those young people who are ready are going to get jobs, they are
going to go to the service, they are going to go to college, they are
going to prepare themselves to become contributing members of
this society and to take all of our places.

If they are not ready, ladies and gentlemen, I want you to know
that not a single one of those millions of high schools students or
the seven or eight thousand that I have in Indianapolis is going to
starve. Not a single one of those young people who graduate or are
otherwise put out are going to starve.

Those young people who are not ready are going to hit us in our
head and take cur money. They are going to break in our house
and steal our microwaves. They are going to steal our cars. They're
going to do whatever it takes for them to be able to sell those
things and to otherwise move them and get money to be able to
survive. They’re not going to starve.

So I share with everybody on the American scene, whether they
be a direct recipient of public education in this Nation at the ele-
mentary and secondary level or whether they go to private or paro-
chial schools or their youngsters do or whether they have nothing
to do with schooling because their young people have either matric-
ulated above and beyond those levels, every person in this Nation
has a vested interest to help urban American public sc..col systems
to be succe.sful; because if they don’t, if you don’t, as menmbers of
Congress, nelp us in some of the ways that I've shared and others,
and I'm sure others much brigheer than 1 will bring to you, we're
going to have millions of boys and girls out here who are not readg’.

They’re going to be hitting millions of us in our head and break-
ing into millions of our homes and stealing millions of our cars.
The quality of life in this Nation, is going to deteriorate and dimin-
ish. It’s not going to be a very good place to live.

So we have a vested interest in making sure that these massive
urban systems that are becoming more and more black and brown
and poor and disadvantaged are able to deliver high quality serv-
ices to these young people such that they can compete not on the
football field, not on the basketball court but in life. If they don't,
we're going to be sorry that we didn’t.
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Pve enjoyed talking with you for these few minutes. I hope that I
shared some things that will give you some food for thought. We
look forward to hearing from the Congress and the vineyards of
public education in the days, months, and years to come.

Thank you.

[The prepared statement of Shirl Gilbert follows:]
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Shirl E. Gilbert IX

Greeti iy fets

First may I shace that I ses it as an honor o ke able to sit with you this
irndng ané share seversl critical issues vhich T kaov mist be considesed by
policy makers at all levels if we are Going to stem the tide of medicerity asd
illiteracy vhich is stzeaming cut of cur Fubl:c elemestary and secondsry scheol

in the uxcan ceatars accoss this raticn.

I bring yeu graetings frea the 55,000 plus studeats of the Indiapapol:s Fynlic
Sceels, and from 1ts Suzeraatendenc, Dr. Jazes A. Adazms, and Beard Crairmes, M-,
Stephen Eyace.

I appear tefore you this =oraing representing twenty-five (25) years of putlic
scheel experience including:

Five (5) years as an elexzentary school teacher in the.
St. lLouis, Missouri Public Schools, in a school {Cazr-Lane
Zlezerary Scheol) situated in the Pruitt-Igos Fublic
Eousing Projests.

‘Three (3) years as assistast principal and prancipal of
athe saze school.

Seventeen (17) years as a ceatral office adxinistrator,
Twelve (12) years of which has Leen at the kighest
executive levels of three urban public school systexzs.

These years in the bowels of urban public education in ocur great nation, hsve
given &e a view and a perspective of the systea which I hope kas prepared za to
substantively share vith ycu this Boraing 22 ve deive into the problezs, issues,
and challenges facing us as ve raflect upon the ecucaticaal reform movement.

" Finally, I come befors you frem Ly position as Chajrman of the Superintendeats”
Cozmission of the National Alliance of Black School Educators which counts azong
its pecbership scre ninety six (96) Black urban superintendents from such places
a8 Mezphis, Tennessee; St, Louis, Missouri; AtIanta, Georgia; Baltimors, Maryland;
Dayton, Chlo; Chicago, Illinois; Cozpion, California; Dallas, Texas; Portland,
Ozagon: Birminghan, Alabaca; Detroit, Hichigan, East Qrange, Now Jersey;

ERIC
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Gary, Indiana; aed zany &any other urban centecs around this patioz.
" The focus of =y sharing this zorning will spoilight thre _ Titical areas:
1.} Fuzding
2.) Teacher/Aéministrater Training

3.) Legislatave mandate seasitavily

Fending

1.) Flexzzality

The Mistorzc isfiexidal:ty 2nd red Iape which accezpanies federsl Sundinz
. 1s 3 zoadbiock to creativity azd the izplezentaticn of pregzams whica
N =arXedly ircrove the delivery ol inszruction. Just this past Sestezer,
ye in Ixd:apapolis, experienced an exazple of the £ederal guidellnes
lim:ting cur ability to Structuze 2 Crapter I prograz in 2 vy which
yeuld have provided a substanively moze effeciave precras plan than
- thet vhichk the lecter of the guidelires required,

- May I chare the substance of that sttuation with yeu. We in I.P.S, had
developed a progzaz which w2s designed to serve the poorest gezforaing
yeungatess in the thixd, feursh, and fifth grades as identified by tie
Schisversne test data required by Chapter I eligibility criteria.

The progras, CURRICULR ENRICMENT ROQNS,was structured to

take the peoresc perforzing students and put them in a hemegenecus
classrccm, with the best teacker we coald identify, a pupill/teacker
ratio of no =ore than Sixteen to one, specially selected caterials,
and a thysical envizorment vhich vas bright azd colorful and very
difforent frca the other classzco=s in the tuilding. To this
situssicn we added a hard-picked para-professional, {nstryctional

- saterials zaflecting high intezest and lov level coatent. 23 wvell

2s unicue izstructional and supPest =aterials designed to allcy success
and gezerate intezest, and to pIozote izsroved self ccncept acd self
awvareness.

The proposal vas vesy cezprehensive and well received by the state
degarizsnc officials who revieved and approved these proposals for
expenditure of federal cczpetsatory education funds. Despite these
i facts, the supplanting limization vas evoked and ve vers inforzed

. that since this program was not a full-cut pregsan and vas a stand
alone self ccmtained program, that ve could not izplezent it with
fadezal funds unless ¥e ccunt the student enroliment of eack im kall
azd funced the secend half in a sizmiiar ciass setting that was

EI{IIC 202
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£u.nd§d vith general fucds generated at the local education ageacy
level.

This position espcused by the state officials, even when appesled
- and discussed in a hearing, was not changed. We are preseatly R
izpiezenting the program ii a vay which waters dewn Loth the
3zract cn the nuzbers of siudents served aad the affective jssca
L. of self esteem due to the maicue mature of the pregzan 32
stzyclered as originally designed. The Jlistrict’s lack
of funds precludes ccr replicating the effort in likxe ciass
roc=s in each kuilding, azd the cupplanting interprotatien
pIe7ents cur provisicn of tiis powerftl program to all the
students who, by virtue of tieir pecr pexfor=ance, acs eligable
ts te servzed.

This is just cae exasgple of the difiicelty we in the educaticnal
.- acena find a3 we seek to wse faderal funds to meet the peeds of
uxZan city youngsters yhe are cfresn poor, Black, and “ehind, azd
vho wculd benefit greatly Zzcz more flexibility in the use cf
these funds. B

2.) Genera! unwillinghess to fuzd Urban Schools by the lccal ccr=unaty

4= has been the case over recent yesrs, the local funding mechapises
have not favorsu increased direct taxes or indirect allocation of
=cnies to lo.al school districts. More often than mot, local tax
Fayess andicr szate legislators have been unvilling to previde ;
increases funds, partially due to the perceptions that the schocls

weIe net as goed as their county, suburban, private and parochial

counterparts. These perceptions, vhile seenmingly sound, are tased on

the ‘aulty prezise that all thirgs are equal between and among these

different educatiocal entities, which as each of you knows is not

tZue.

It is zy thinking that the fsdezal goverament could substantively . B
break this log-ja= of schcol funding by creating incentives vhich :
would mke it ecoremically feasibls for the states to fund scheols,

ard/or for irdividuals to invest in schools and Lenefit threush

fedexal tax relief, in cne of tyo ways:

2.} Fedezal randate of higher levels of allceation Lased
on a foramla tied to some accountability standazds,
Eligibility for such x zandate to kick-in would -
be justificaticn of a funding short-fall within -
cuzside limits set in the legislation. This mardate
wculd be eaforced through withholding of federal
ecucatica funde for all states ard municizalities
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yhose School systezs qualify and are approved for
pacticipation. similar to the federal withholding
of transportation funl: fro: states unwilling to
< zsduce the 70 mile per hou. spesd limit td S5 =P,
duzing the edergy czices. I fcel we are in an
educaticn ccizes wrich dxctates such action.

- t.) A zors izpovative arsreach to inceatives veuld be the
stmeat of URSEN SLUCATICHN ZONES axia to this
a=z esziisr use cf urZan eararprise =caes, in
acurn Sor investzsat in bligheed and

es Gasazabis areas of the nation’s cizies, ccrperals
23 andividuals raceivad tax brezks asd othes

. spcemtives. The UREAN SDUCATICN 2CHES weuld similesly
ailow faderal tax relief or reductica ip getuza foo
- Imyest=sat 1n urzan educatica throech Tunicizal bend

guschzse acd/er other investzent vehicles including
Girect allccaticn to scheols to undezwrite sgecific
progran instiataives, with 2 minimun azount of i Tzent
which cust be achieved to qualify for the tax.i

. 3.} Experieataal Doilazs

¥uch cf the rasearch cn the educatior of urksn minerity and posr
youngeters suggests, expesiential deficits cn the part of these
studeats contributes substantively to the problems of pocr

acidemic acaisvezsnt yhich they exhibit. In order to address this
issue, on point, ve must begin to accezmedatc these deficits threugh
field trip experiences, which allov the students to make the
transfsr from the classrocn to real life learning.

Categoricai fedsral furding, which would support this cost costly

. tut necessacy cczponent in the education of these ycungstezs,

- vhich would assurs that this roadblcck to learzing (lack of experience)
. yeuld ke remcved or at least dininished in the mix.

4.) ¥faintenance of farding levels in all coxzpensatory aress.

I: is absolutsly critical that the Congress not retreat from its
earlier position on levels of funding foz such pzegrams as:

~ Chapter I - Effectiva Schools
- Eead Start - ¥agnet/Alternative Schools
- Even Stazt - Categorical Special Education

i
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Recent congressional legislation indicates that the commitment
to these funds and their previous Zunding levels is soft, and is
sending a horrendous message to thos? of us in the urban
educational arepas, especially in the face of the push for
vouchers and therr “more acceptable” subterfuge CHOICE,

g Teagher]Administrator Training

Given the facts that not only are urban school systezs underfunded, they
are also understaffed, both in terzs of number of staff

available and villing to work in the urkan centezs, and in terms

of those who are teachirg and/or administering in these schools

being kaovledgeable of the strategies and techniques vhich are
effective with youngsters vho bring the dexmographic baggage

vbich they bring. We would suggest that the federal government

get involved in helping urban school systems attract the

best and the hrightest teachers and adzinistrators to the cities.

We think thir can be accomplished in tvo vays:

1.} Through sategorical grants to retrain urban educators
presently employed in these systexs., either shrough
university-based prograzs or through system-based
in-service designed to better prepare thezs to meet
the atfective as wvell as the cognitive asd
pedagogical needs of these youngsters, or

Through the awarding of federal education grants
for advance study, beyond the BA level, to first
year education graduates who are villing to teach
or nevly appointed administrators vho are willirg
to adninister in a school system desigmated as an
URBAN EDUCATICN ZOHE. Thsse awardees would have
bad to be in the top quarter cf their last
graduaticg class, and be considsred a good prospect
for the ney pssition.

PR

2.

—

Legisiative/dandate Sensitivity

"ERIC
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There is a real need for House and Senate sensitivity to the
effect vhich saxe legislation has on the operatiozn of

urban public school systexzs, ard to take action to exexpt
schools, vhere and vhen appropciate, from the provisions of
said legislation, :
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One case in point is the negative sffect which some provisions
of the Fair- Labor Standards Act have on schools and scheol
systems’ ability to use the voluntary services of regular
hourly employees to assist with such activities as after
school clubs, athletics, evening tutorials, and other
educational support activities which assist the system in
meeting the needs of its students. The requirement that ro
hourly employee may work beyond forty (40) hours per wesk
without receiving either pay at time-and-a-balf or compensatory
tize, precludes, either because of lack of funds or inability
to support stbs in their absence or get along without them,
our ability to provide for the irstructional servioss

or extracurricular activities waich are needed.

Summary Comments

It has been a real pleasure and an honor to have this opportunity to share
with you these thoughts relative to the status of educational reforme and
cur efforts to meet the needs of urban youth. My hope is that some of

the thoughts and ideas which I have shared during the last hour will be of
some assistance as you and your colleagues seek legislative solutions to the
yziad problems which face the nation, and especiaily the schools of the
nation, If I can elaborate on any of these issues and/or ideas, I will be
more than glad to talk with any menhers of the committee or the staff at
your convenience.

In closing, may I share my sincere appreciation for this opportunity to
speak here today, and I stand ready to ansver any questions whach my
comments may have generated.

Presented Hovember 14, 1984
To the House Education and Lakor

of the Congress of the United States
Rayburn Bouse Office Building
Washington, D,C.
Shirl E. Gilker: II, Ph.D.
Indianapolis, Indiana
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Mr. GoopLING. Thank you very much, Dr. Gilbert. Anybody have
any comment? Oh, I see my chairman is back. Any comments for
either Dr. Molnar or Dr. Gilbert?

[No response.]

Mr. GoopLING. Dr. Gilbert, I don’t know whether you have ever
had the privilege of hearing Drew Brown, Lt. Drew Brown.

Mr. GILBERT. I have.

Mr. GoopLiNG. I was going to say we had him here yesterday and
it was a moving experience. I was going to give you one of his
flyers if you hadn’t.

Mr. GiLBert. We just had him a few months ago in Indianapolis
with our Black Expo program as well as in three or four of the
%:hools during that week. So, yes, I am very familiar with Lt.

rown.

Chairman HAwWKINs. Mr. Chairman, may I thank you for assum-
ing the chairmanship today. It should alternate anyway, but I wish
to express my regret, certainly to Dr. Gilbert, for not being present.

I enjoyed what part of his testimony that I heard, and I certainly
look forward to reading his statement. I assume that a prepared
statement has been rendered. I want to express gres* appreciation
for the work that he’s doing in his own particular -~hool system.

Mr. GrieerT. We have talked to your staff and win make avail-
able our document. We also will share that with the superintend-
ents of this Nation, the minority, the black and brown superintend-
ents of this Nation who are part of the National Alliance of Blacl.
School Educators.

I will leave here this afternoon for Portland, Oregon, to attend
the National Conference of the National Alliance of Black School
Educators and to talk about the issues of urban public education. ;
We will share the testimony that we've given to you today with ;
them, too. :

Mr. Haves. Could I, Mr. Chairman, just raise one question with
Dr. Gilbert before he leaves? He mentioned something that relates
to funding in the public school system which has been very trouble- .
some with me. I've talked to certain members of the state legisla- .
ture about trying to do something about being able to monitor the
funds that were—people were told in the State of Illinois that come
through the lottery system.

How can you audit to get an agreement on an audit? Do you
have any suggestions as to how these funds are being used? There
seems to be some reticence on the part of members—it's a state
program—to really dig into this and expose what apparently is
wrong with the way the money is being distributed.

Mr. GiuserT. Those of us in public education are very concerned
about the fact that the state powers that be across this Nation
have used the apple pie and motherhood issue of education to con-
vince their constituents to vote for these bills that have aliowed
the lottery.

When the lottery has come into evistenre and been in existence
for a period of years in states where that is the case, we found that
a very small amount, if any, of those dollars, in fact, are going to
public education.

The justification that the state officials are using is that the lot-
tery goes into the till, the general fund till for the state. The state
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gives the schools state grants for education. Therefore, the lotteries
are contributing to the state grants.

But if you do an analysis of the state grants that came to the
local educational entities before the lotteries and the dollars that
come to the local education entities after the lottery, you will find
that there is, in most cases, very little difference in the percent of
dollars sent down the pike.

So we say that despite the seeming justification that comes as
they explain away the issue that we raise, that, in reality, the per-
cent of dollars that have come into the local educational institu-
tions are no higher than they were before the lottery. Therefore,
the lottery, in fact, is not advantageously impacting local schools.

Mr. Haves. I would venture to say that the greater portion of the
funds in the State of Illinois that go into the lottery system come
from the poor community. They are lined up to play the lottery
hoping to escape.

Mr. GiLserT. Absolutely, and it is not happening. We would sug-
gest that this committee and other committees of Congress that
impact dollars use the kind of incentives you used to lower the
speed limit of this Nation and say—you cannot get Chapter 1 dol-
lars at the state level.

You cannot get other Federal education dollars unless you’re
able to show us that, in fact, these lottery funds are mitigating in
behalf at a higher level than they have in the past of these local
school systems.

Congressman Hawkins, I'd like to propose that—and I've talked
to your staff about this—that at some time in the not-too-distant
future, we have an opportunity to sit down with this committee
and/or with your colleagues from the Congressional Black Caucus
through the superintendents of this Nation, who are a part of the
organization that I represent today, to talk about this issue of lot-
tery and others issues that are impacting urban public education.

Unless we can get a handle on this, ladies and gentlemen, we are
going to have more young people coming out of these schools who
can’t read, write and compute. It’s going to decrease the quality of
life in our Nation. I'm sure you don’t want that, as we don’t want
that. It’s tiine now.

I appreciate and respect the fact that you have decided to have
this seminar to begin to look at what’s happening out in the vine-
yards of public education and let us who aie out there talk to you
with relation to these issues. We appreciate that.

We look forward to continue interacting with your staff about
the possibility of bringing some members of the committee or some
members of the Congressional Black Caucus together with some
members of the Superintendent’s Commission or the National Alli-
ance of Black School Educators to talk about, at the superintend-
ent’s level, some of the issues that are inherent in our being able to
do what you want us to do; that is, prepare kids who can compete.

Mr. Owens. Mr. Chairman, I have one question for Dr. Gilbert. I
think I came in when you were discussing urban education zones.
Are you saying that wizole cities like Chicago and New York, Los
Angeles, should be declared urban education zones; or are you talk-
ing about some experimental projects within these urban areas?

e ey d
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Mr. GiLBerT. Certainly, I would and the superintendents of the
commission would be supportive ¢ our looking on a pilot basis or
something like that. We're talking about, in the long term, desig-
nating cities, whole cities, where the fiscal support for the schools
has deteriorated, where it is impossible to have teachers who are
salaried in a competitive arena with their suburban counterparts,
where we have been unable to provide facilities, repair and mainte-
nance, that needs to be funded and other kinds of issues.

We've declared those kinds of school systems urban enterprise
zones to attract corporate and individual contributions and invest-
ments in return for a forgiven of some Federal and/or state taxes
such that we can infuse the dollars that are necessary to do the
kinds of the things that need to be done without coming with our
hands out to Congress.

We know that there’s a bottom to the congressional money
barrel. So we think there are some other ways to get monies into
the local school systems. One of the ways we think is consistent
with your urban enterprise zones, designate some urban education
zones.

These zones would attract investors at the corporate individual
level. It would also allow Federal grants to teachers who would
teach in those areas for some specified period of time; and in
return for that, be supported in their efforts to get higher degrezs
or to prepare themselves for future contributions to the education-
al spectrum.

We think that is a viable strategy for beginning to address the
funding issue without Congress having to come up with more dol-
lars as an entity for schools. We'd like to talk with you further
about that. I'd like to bring some of my superintendent colleagues
who also are in these urban systems and dealing with these fiscal
nroblems and the limitations which come when you cannot fund
what needs to be funded.

Mr. Owens. Do you presently have any written material on that?

Mr. GiLserr. I have included it in my written statement.

Mr. Owens. Thank you.

Chairman HAWKINS. Mr. Chairman, for fear that silence may be
misunderstood, may I indicate both to Dr. Gilbert and the others
that this symposium is so structured that we agreed that we would
not intervene in the remarks of the witnesses. On other occasions, I
would be very pleased to communicate with Dr. Gilbert and follow
up on some of his suggestions.

Because of the limitation of the symposium, what we lad in
mind was not to interrupt or modify or in any way comment on the
remarks really of the witnesses so that we would then get, we
hope, an unbiased presentation from the witnesses. I wasn'’t so sure
that that was thoroughly understood.

Be it good or bad, that was at least the purpose of the symposi-
um. I think it’s been followed rather carefully up to this point.
Thank you very much.

Mr. GoopLING. I understand that Dr. Marland has the flu. So I
would ask that his statement be included in the record.

[The prepared statement of Dr. Sidney Marland follows:]
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Statement for tha Committee
on Labor and Educstion
U.S. House of Rspresentstives
Sysposium, Novewber 13-15, 1989

Hr. Clinirman; Mr. Goodling; Members of the Committee, My rame is Sidnay
P. Marlsnd, Jr., for over 20 yesrs s supsrintsndsnt of schools in suburbsn and
urban locations, then U.§. Commfssioner of Educstion in the esrly 70s, than
President of the Coliogs Board., I am now more Or less retired.

Thauk you for fnviting my comhents ard Gusgsstions ss you sddress the
opportunities to improve all the schools and the sducstion of all the children

of this country.

My briof statement offers no world-shaking solutions; it sttespte to

susgest a procedure for your action. It will make raference to more extended

proposals for refora from othsrs, ons c;f vhich, authorsd Ly Dr. Kennsth Hoyt
of Xansas Stste University, is sppendad,

Ths Cotmittec is correct in obssrving that "Ihis nation has spent the
1ast 15 to 20 yesrs experimenting with one refore sovesent sftsr snother."' I
rmust acknowlsdge thet 1 have been a participsnt, 83 well ss, mors rscently, a
critical obwsrver in somse of thess sttaupts st raform. I would caution ths
Comaittec that in the psst thirty yesrs s number of federally initistsd
attespts at reform have borne good fruit, and should not be dicmissed. Yor
exaapls, I take nots of the snormous Llpcc': gsnarated by sn eariier Prssident,
who also enjoysd the title “educstion prssidsnt”==lyndon Johnsoa., The werk of
the Gardner Task Yorce, under L3J, sst in place ths very substantisl reforms
iwplicit {n Titles I, II, III, 1V, and ¥ of the 1960s which remain in force
today, albeit under diffsrant nemes. As 8 member of that Taak Force over 25

years ago, I command to you that wodel for lsgisistive vision and crestivity

a8 you wut sbout the prssent mission of a new and large reform of sducation.
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Apong other federsl {nitistives that have changed the face of educetion {n

Americe one could count the sstablishkent of Sesase Street; the services to

the hendicapped; the very aignificent student finenciel aid measures of the
1970s. In short, some federally leglslsted reforms have worked, and you
should teke coursgs from the record.

T call particulsr ettention to ths Gerdner Taek Force noted above, sa o
wodel to be considered by tha Congrese and thc White House in designing bold
new iritfetives for our sducstion eyetea {n the 1990c. One must firet find s
John Gardner, or egusl-—perhaps John himeelf-—and give him a year for
intensive application to the miseion, well fortified with wise end crestive
collaborators. Something approsching the scope and eveep of the Elementsry
sad Secondsry Fducation Act of 1965 could emerse from euch a process.

Anything less is likely to be mere petch-works When LRJ put John Gardner to
work 25 yeexrs sgo, the Preeident had & full pures. Regrattably Fresident Bush
does not.

Another effort st reform, of which I have i{ntimats knowledgs, wss the
Caresr Education Incentive Act of 1977. By = virtually unaniesus vots of both
Houcss of Congress, under the dipartisen lesdership of Congressasn Perkins end
Quis and fenators Pell end Hathawey along with wany others, this legislatica
changed the schools, st lezet for s time. The law and {Ce funding were oreesd
by the ensuing adminietretion. Nonatheloes, to this day, eome 18 yecrs after
the caresr sducation concept was introduced by ths Office of Bducation in
1971, und wicth no federel funding st sll sfter the initisl sllocations, the
concaptl of 1inking education &nd work, uader whataver name, remains a visbla
force st sll lavele of instructicn, and for sll learners.

The following preamble from the Act (P.L. 95-207) will refresh the

Moubare of Congress:

2




20 ysc 2601. Sec, 2 The Congress declares that—

(1) s major purpose of education {s to prepere every
individual for a caresr suitsble to that individual’s
prefirence,

(2) career wducation should be #n integrsl part of the

’ Nation’s educstional procese vhich serves as preparation
for work,
(3) csreur educstion holds promise of improving the
1 quality of education snd opening carser opportunities for
a1l ssudents by relating educstion to their life
sspirstions, and
{4) educationsl sgencies snd institutions (including
agsncies snd 1nstitutions of elementery end secondsry
education, highst education, adult eduzation, employment
trsining snd retrsining, snd vocational education) should
naks every effort to fulfill that purpose.

Purpose

20 ysc 2602. Sec, 3. In recognition of the prime importance of work in
our socisty and {n vecogoition of the role that the schools
play in the lives of sll Americsns, it 1e the purpose of thie
Act to susisl Stutss and local educationsal sgencies and
inetitutions of postsecondary education, including collabora=
tive arrsngsments with the sppropriste agencies snd orgsnizs-
tions, in making education ss preparstion for work, snd as a
means Of roluting work values to other life rolss snd choices
(such as fsnily 1ife), s major gosl of sll who teach snd all
who lesrn by increasing the eaphasis they plece on carest
svareness, explorstion, decisionmaking, snd plsnning, &nd to
do so in s manner which will promote equal opportunity ia
naking “«rvesr choicee through the elimination of biss end
stereotyping in such activitiss, including bies and sterc-
typing on account of rscs, sex, age, econcuic status, Or
hsadicap.

-

Those who sre chsrgsd with formv.isting new law i{n support of educetion
; should examine the just-published study by the American Associstion of School
Adriniatrstora: Restructuring Amarica’s Schools. On psge 13 of the study,
economist Noyslls Thierry is quoted:

Yye st moving into sc ers in which the traditionsl separstion between
working sad lasraing is dissppesring, with lasrning becoming increasingly
iategrsted into s person’s worklife.

As we weigh the very large expectstions fros our schools and colleges,
snd acknovledga their shortcomings, it is suggested that those vho will write

nev law rsvieit the short-1ived Career Education Incentive Act (P.L. 95-207)

Q 2’3?
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and draw upon its message for future initistives. It could be a skeletal
fraas on which to build s new and largsr inttistive. A3 wve enter this final
decsde of the century, fresh snd demanding fssuss surround our society and,
tharsfore, Congrsss. Some of theae fssues can be addrscsed it a new
comprshansive education law that finds its hesdwatars in P.L. 95-207. (Basr '
in nind cthat the singls, simple message of that lsw was the systematic
articulation of acsdemic learning and occupational development for all.) A

new coaprshensivs education lsw could embrace the following:

1. The sasrch for s systes of Nstional Youth Ssrvics.

2. Ths Anerican fsmily, sspecislly the dissdvantsged family.

3. Early childhood sducstion snd child care,

4, Ths prospectivs shortags of skilled worke:s in the face of
international industrial compatition.

5. The growicg concsrn snd interest in education on the part of our .
business and induatrisl community,

6. Ths fact that of the 21 million new jobs to be crested between now
and the yesr 2000, ovar half will rasquirs some fora of post-sscondary
education,

7. ‘fhe fact that 5 of every 6 naw workers betwoan nov snd 2000 will be
women, minority individuals or imaigrsnts—many of whom sre now
under-served by our sducstion system.

Among the issuss raisad above that besr upon the future effectivaness of
our education oystum ls the American family. Of sll the underlying ressons
for short-fclls in our schools the most critical is the changing Americsn
fanily. If a1l children 1in school came from middle or upper class caring
families, aupportive of the schools and vsluing educstion, providing s hasithy
snd sscure home, with one or both psrents actively engsgad in the child’s
growth and davslopment, the schoole would have few problems in providing
sxcellsnt ssrvices. As Harold Howe of Harvard, snd forsar U,5, Commissioner
of Rducation wrote recently,

"m ®ost significant educational institution in the livas of all of us,
psrcicularly in the early ysars, ia ths family. . . . Poverty znaws st
tha capacity of famflies tc be familiss. The high correletion of poverty

vith the behaviors we dsplovs among the young (drusgs, dropping out,
delinquancy, irresponsible aex) is no coincidance, *
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Surely the schools cannot directly redrese poverty in fasilies. But the
schools are the only universal soc{al iustrument for reaching femilies.
Daunting ss the task aey be, if we sre truly to address the root of our
education problems, the schools wust find nev ways to resch the failing
fanilfes and intercsde in behalf of the children. Not oaly scademic learning
18 the fesue, but hesltn, nutrition, occupstioaal devslopasnt, and basic human
velues are part of the probles, end sessntisl o the solution.

Note the words of Marisn Wright Edelzsn, prssident of the Childrea’a
Defense Fuand, algo from ths new AASA study:

That one out of every thres children in a young family now officially

does not have enough to live on should shame us all. . . . It should

aleo scare us sll. These are the children on whos we must rely to be ths
workers, lesders, parents, taxpayers, soldlers snd hope of the 2lst

Century. We sre getting them off to the worst possible start.

Pinally, let us look at the place.of business and industry in whatever
new forms the schools of Aserica will take, It {v asserted sdove that
busisess =znd industry ars ready end willing to join with educators in solving
our dsep problems. (Mote the exsmples gat by H. Ross Yerst in Texss, Willisa
Woodeide (Sky Chef), David Kesras (Xerox). Part of their motivation is
vndoubiadly sitruletic, but they sre even sore pregmaticslly movad by the
grava demogrephic numbers they ccaprehend, including the human resourcss
needsd to drive our economy in the ysars ahcad.

Yor dacades we have $iven passing sttention to the idea of "partnershipe”
betvesa schools and businessss. They have not basn trus partnarehips with
shered authority, shared rseponsibility, shared sccountadility. Buflding upenm

the concepts of cereer education (and setting eside ite details and even its

nane), & bold nev approach to aducation refors should sngege the buainess

commmity as equals with educators. This relstionship ie defined by Kenusth
Hoyt as collaborstion—a largsr order of magnitude than the preseat loose
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affilietions called partoershipe. The attached paper offere an outline of

3uggested legisletion under the title "Business-Education Career Developeent
Collaboration Act."

The concerns of the Comaittee ¢n Educatioa end Labor are timaly; the need
48 urgent; the educetors sre ready and willing, for the most part; sad our

society cries out for solutions,
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Mr. GoopLing. Then we would hear from Dr. Thomas A. Wilson,
Special Assistant for Development, Coalition of Essential Schools,

Brown University.
Dr. Wilson?

STATEMENT OF THOMAS A. WILSON, SPECIAL ASSISTANT FOR
DEVELOPMENT, COALITION OF ESSENTIAL SCHOOLS, BROWN
UNIVERSITY, PROVIDENCE, RHODE ISLAND

Mr. WisoN. Thank you, Mr. Chairman and members of the com-
mittee. It is an honor for me to be here also. It was 26 years ago
this fall that I taught at Cordozo High School at 13th and Clifton
in a special project aimed at urban education then. That was a
very important experience and shaped the rest of my life and
career.

In addition, I am particularly pleased to be here with this com-
mittee, who has the boldness to ask the big questions. It is very
easy in education to get fuzzy when the questicns get big or to go
so specific that you don’t see the context by going small.

When I think of the big questions, it may be a little bit like Dr.
Gilbert’s elephant. I think of a story a friend of mine told about
her son and his first day at school. David was very excited, as was
the whole family. He went off to school. When he came back, his
mother asked him, “How did you like school, David?”’ He said, “Oh,
it was fun. We had juice and we sat in a circle and the teacher had
us make crayon letters. I liked it, Mother.”

“Well, then you must be looking forward to tomorrow?” His face
fell, and he said, “Oh, do I have to do it again tomorrow?” This is a
historic time in American education. Much is going on.

I have just come from the second annual fall forum of the Coali-
tion of Essential Schools which was held last week in Newport,
Rhode Island. Over 800 people came. Most of them teachers, most
of them teachers associated in some way with the coalition or very
curious about what the coalition was about.

They brought with them superintendents, state administrators
and principals. It’s hard to catch some of the excitement that was
generated by that group as they talked for three days; small
groups, large groups, mostly in unorganized meetings as they were
learlr{xing and sharing their experiences in trying to make schcool
work.

I come from the Coalition of Essential Schools and have included
with my statement a number of the documents about the coalition.
Probably the one that is the best to start with is the gray book that
is at the end of the statement, this one (indicating), which we call
our prospectus.

In here you will find what we call the nine common principles
for change in schools. These are not formulas. They are ideas.
These have been carefully thought out, came cirectly from Ted
Sizer’s study of American High School, which took place between
1981 and 1984.

What they asked school people to do is rethink, to work together
in that school to rethink the basic assumptions of schools. The
principals, as you see, require thinking like, what is really the pur-
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pose of this school and how do we focus it so the purpose of this
school is to help young people learn to use their minds well.

It asks teachers to think about teaching not as imparting knowl-
edge where students sit for 85 to 90 percent of their time while one
adult talks to them, but that the teacher becomes a coach and the
student becomes the worker.

I think we all know from our experience either in our own lives
or in teaching that it is when people work and are engaged that
they learn. It is also a key principle that has been supported by
research on learning as well.

We have 52 schools in 20 states that have been working with the
coalition, some for 5 years. These schools are spread. There are a
number of very large urban schools including Welbrook in Balti-
more, Central Park East in New York, and Hope High School in
Providence.

We have also joined with the education commission of the states
to form another project that overlaps the coalition project called
. “Relearning.” Relearning works with states and expands the vision
from just the high school through the district and the state bu-
reaucracy. The idea is that the change has to happen at the
schools. The rest of the administrative structure neeas to find ways
to support that. That’s very different than what happens now.

The initial states that have joined Relearning are New Mexico,
Ilinois, Arkansas, Rhode Island, Delaware, and Pennsylvania,
When a state commits to join Relearning, the governor and chief
state school officer have agreed to support the project both with
ieadership and with dollars for around ten schools in that state to
begig)othe transition process that the Coalition of Essentis! Schools
is about.

This is just one effort, an important one, I think, but just one.
There are many efforts, some sponsored by universities, a lot spon-
sored by the business community that are working hard to change
and to make American schools work again.

It's interesting, as I think there are two or three features of the
reform movement this time that are important in trying to figure
out is this one going to work or do we just have another fad, an-
other wave of reform that results in not much in terms of what
happens to kids.

One, as we in the coalition, people are asking the basic questions
such as you are. We have to start with the big questions, and we
have to find simple answers that lead to clear action. It’s clear that
when there’s so much wrong that you have to keep fixing it and
keep adding this program and adding that program, most of which
don’t really have the impact that the adders hoped, that something
is wrong that is bigger than can be solved by band-aid programs.
How we think about school and how this Nation sees school is what
we need to address our attention to at first.

The other thing that is fascinating about this round of reform to
me is that it's a blameless critique, unlike the reform efforts I was
involved with in the sixties and seventies where the first thing you
said was who was wrong. The school was wrong. The parents were
wrong. The kids were wrong. The Congress was wrong. Somebody
was wrong. Then you try and build something out of that which
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always became just a partial program because it just was solving
one part of the program.

This time there is much more self-reflection on the part of the
various stakeholders in American public education. People are re-
flecting on what they can do and not blaming others. This has re-
sulted, I think, in a much more productive atmosphere and gives us
some basis for hope 25 we turn to the basic question.

The question is, will this be unother fad or can we make it lead
to real change in the words of the committee that will result in im-
proving all schools for all children. From my sense, and it’s from
one particular experience, of course, I think we have a real shot at
it. I think that it's a very small probability—20, 25, 30 percent—
but in the history of American education, that’s incredible odds
that we have a shot at making really significant change in the
functioning and purposes of the school system.

I would like to consider now with you what seems to me to be
some of the important issues for Congress and what other ways
that Congress can provide leadership to this national effort.

Probably the first is what I've already mentiored, the blameless
critique and the need for collaborative action. The business commu-
nity is much more heavily involved this time. I've just been read-
ing announcements these last two or three weeks of majer gifts,
major plans being aimed towards schools.

The business community is also saying, hey, this is a long time

deal. This is not one we're going to solve in two years. We'll make
a lot of fanfare, do it, and get out. A lot of business leaders, not all
but alot are saying we are in this one long term and we're talking
ten years.
It is the support of collaboration between the various parties,
teachers who are the key folk that are there at the point where
kids learn or do not learn. Parents, administrators, Congress, all
have to be working and working as closely together as possible. I
think Congress can play a particular role in providing support for
collaboration among all the parties.

Probably the toughest for all of us and for Congress is to turn
the slogans, slogans that we all believe in, slogans that really
sound right when you say them, to turn those slogans which are
good answers to some of the big questions, but to turn them
thoughtfully into simple answers, into simple ways of approaching
thaiii then generate new and much easier agendas for moving for-
ward.

I would like to discuss three of these now. One is all children.
Another is all schools. The third is what do we mean by improve. I
think we must first get clear what all children means. It means
every child without exception. It means the kid who’s hyperactive,
the kid who’s a pain in your classroom. It means the poor kid, the
rich kid, the minority kid, the majority kid, the girl, the boy, the 5
year-o0ld, the 18—Kear-old. All children means every single kid.

Here comes the tricky part. To teach well, you need to engage
the mind of your student. The tricky part is, the fact is that every
single one of all of those “all the children” have a unique mind and
a unique way of getting meaning and going about their lives.

Oh, yes there are patterns. There are patterns from age, pattern
from sex, pattern from community experience. When you get down
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to the bottom line of what a teacher needs to do, you have to treat
each child as a unique person. Why is that the tricky part? It's
messy. It's sloppy. It’s inconvenient.

It will be much more convenient for those of us who worked in
policy and thinking about new programs if you could group kids
and say, for all kids like this, we do that. You can’t; it’s not true.
Each kid is unique and requires a person to work with them in
that way. That is inconvenient for all of us.

Let’s think about all schools sort of in the same way. We must
first look at each school. Let’s look now for good schools, which is
one of the things that Ted Sizer was doing when he was doing the
s study between 1981 and 1984. It took him a while, but he came to a
T very simple idea, which is right. No two good schools are exactly

alike. They aren’t. .

There’s a very strong attempt in a lot of American comprehen-
sive schools to go the whole waterfront, every course, everything
you could ever think of that people want. There’s a lot of similari-
ty. But when you look at the good schools where kids are learning,
look at them hard, they aren’t alike. There are some ways that
they’re different.

That makes sense when you think about it because the kids are
unique. If the school is working well with the kids, it is unique. It
has a different group of teachers. It has a different community in
which it rests. It has a different group of students.

A part of being a good school is the ability to deal with the
uniqueness in developing your program. A gooed school respec.s its
students, its teachers, its community. The way you respect is to un-
derstand their uniqueness.

When we think about improve, I think we probably raise the cen-
tral reason for school reform. A school’s first purpose is to help stu-
dents learn to use their minds well. The purpose of school reform,
of redesign, of restructuring is to make that happen better to im-
prove that. That makes it a little easier.

We think that everything should be explained and justified in
terms of this response. It gives a coherent whole, it gives a purpose
to both schools and to our efforts as we work to make them petter.

What is necessary for student learning? Let’s think about some
of the characteristics of schools that may need to be changed. I've
already mentioned one. Now 85 percent of the time a student is in
school, an adult is talking to him or her, not engaging him and her
in discussion, talking to. The research is very clear and consistent
on that. You don’t learn when you'’re being talked to probably
more than five minutes.

That’s one thing to think abopt. Ho.v do we get teachers working
in different ways? What is the' way we learn? We learn when we
are engaged. So let’s see the teacher as the worker who is plan-
ning—the teacher is the coach working as a football coach or a voc
ed teacher/coach who knows what the performance is, who has had
considerable experience and a lot of young people trying to do that
performance well and knows how to help them and support them
and challenge them.

That’s coaching, where the student becomes the worker not the
teacher, where the student’s job is to figure out the puzzles, the
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contradictions, the dilemmas, the ethics that exist in any problem
that they will discuss.

So I think this area where we need to keep the focus that the
central mission of our reform work is to improve student learning
is one where Congress can be very clear about. It will have, I think,
a very strong effect.

I would like to turn now to some more specific things that have
occurred to me as ways I think Congress can help ensure that the
very large reform movement that is currently sweeping our coun-
try really does something and doesn’t just wash out as another fad.

There are several specific actions, some a little bit like what I
just said but a little bit more specific. In the discussion that’s going
on now about national goals that has come from the president’s
summit, I think the concept should be broad and pushed strongly,
that we do need national goals, but what we need them to do is to
provide a national framework and not a prescription of what
schools and communities need to do.

What schools must do is work some of that out themselves.
That’s the way you're going to %et engagement. That’s the way
you're going to get it so you will have many more of the young
people you asked if they were going to be teachers coming into the
classroom, because the school becomes a place where important
things happen to teachers as well as to kids.

I think the national goals ought to be clear about what the
Nation expects schools to achieve, the results it expects, again not
in specified terms but this is what this Nation needs from its
schools. That kind of statement is what we need in the national
goals. I would think that you folks can be a pcwerful force in put-
ting that into the national discourse about the goals.

One of the four points of the summit compact between the gover-
nors and the President was about restructuring. Our project is
grouped into that area of restructuring. We don’t always like it,
but that is where we are grouped. I think, again, it's very impor-
tant for us all to keep our eye on the ball.

The purpose of restructuring is not to move the organizational
furniture around, to have elected school boards rather than ap-
pointed school boards or different type of administrative structure.
That can come second. The first purpose of restructuring is to
change what happens in classrooms.

That’s the point where kids learn or do not learn. With that focal
point clear on classrooms, it them makes a lot of sense to begin
asking how do we support that. How does the school as an organi-
zation, how does the government structure around it, how do the
regulations and important responsibility that states have for educa-
tion, how do we shape all that so it supports what we know to be
thietsf;ocal point which is student learning and to increase the re-
sults?

It seems to me as part of the blameless thing—I'm going to be a
little bit presumptuous in this, I think—that Congress, too, like the
rest of us—and Congress has done some of this—ought to reflect on
your own role in American education and what is it you do, what is
the leadership you provide, what is the legislation you pass, what is
the fundiniyou make, and are there any ways that can be changed
to ensure the results of student learning?
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I don’t know, as I don’t know enough about that to even suggest.
It wouid be very presumptuous for me to even try. I think that
that's an important mood, a reflective mood, a thoughtful mood, a
mood that says what do I do that has impact on schools and how
can thet be changed to get to this goal of increase in student learn-
ing.

As the Nation goes about this restructuring and redesign, one
area that is clear that cannot be supported—as I personally think
that most schooling should be supported pretty much by the states
and local communities—the one area that is particularly difficule is
the research and development area where new ideas need work
that is not really the business of any particular school system but
is really a national agenda.

One of these areas that I think is most important is the work
that is going on, the rethinking that’s going on about assessing,
about accountability. How are schools held accountable? How do
we know when students are performing? Can we get something
that is more accurate than our current standardized tests to meas-
ure authentic student performance?

How does that work out in terms of holding schools accountable?
Is it just through runding that we have a mechanism to make them
accountable? Are there other ways? I think the notion th:it schools
must be accountable to the parents, to the kids, to the teuchers, to
the community and to the Nation is a crucial one. I thini a lot of
our measures that we have for assessing that now are very weak.

The final thing I would suggest is that Congress can honor the
risk takers. One main corporation two weeks ago announced a
whole new funding program for schools that took risks. It looks to
us, from our work in the coalition, that the schools who boldly step
forward and try to do a lot of it at once, knowing it was difficult,
knowing they would have problems, knowing they would make mis-
takes, are the ones that have been most successful.

I think this body can do a lot in furthering the national debate
and in honoring at all levels, particularly teachers, those who take
the risks because that’s the way we're going to get changed. That
will lead to improvement of all schools for all children.

Thank you very much.
[The prepared statement of Thomas A. Wilson follows:]
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INTRODUCTION

Perhaps it was how badly schools have been performing or perhaps it was the call
for a new vision of what students must be able to do for the United States to
remain competitive. Whatever it was, the current reform movement has raised
basic questions about how schools in America should be kept. Many educators,
businessmen, parents and politic.al leaders are saying, "This time we must get the
assumptions night. Anything else is tinkering and will lead us to frustration.”

HOW TO IMPROVE ALL SCHOOLS FOR ALl. CHILDREN

More than at any other time in the last hundred years, we have a shot at creating
significant educational change in this country. Much is going on at many levels,
We are more focused on the central point -- the place where kids }2am or do not
leam is with a teacher in a classroom. We are more able to see that significant
change for classrooms does not result just from legislation, or from disscminating
programs judged a success somewhere else, or from administrators issuing edicts
from the top. Rather, better leaming happens when a teacher becomes more
successfu: in engaging a student'’s mind.

Another positive note on the current status of reform in America: People in our
schools or trying to help schools change are less likely to blame others for the
problems and more likely to say, "Let's get going. We must take risks. We will
probably make mistakes. We got time to get it right this time, because it could
not be worse than what we now have.” To paraphrase RJR Nabisco's CEO Louis
Gerstner, "Let's build the ark rather than curse the rain or analyze the flood."

Much activity has been generated at all levels by the current wave of reform.
How can we make sure it will not tum into another educational fad, but become a
genuine way to improve all schools for all children.

First, we must be clear what about what all children means. It means
every child, without exception. Not bright children alone, not
underachieving children, not minority children, not majority children, not

rich children, not poor children, not docile children, not hyperactive
children, but all chiidren, every single one.
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Every child is different when it comes to leaming. Every child. There are
common threads among all children, common experience or common stock
or both together will lead to common themes, but the bottom line is that
each child is unique. To teach is to engage a child’. mind. To do that well,
you must accept the inconvenience of it all and find that child's unique
qualities of mind. We must then say "all children” and mean it and then act
on the inconvenience that good teaching starts with the individual child.

In a similar way, to think about improving all schools we must first look
at each. No two good schools are just alike. A good school respects and
builds on and directly engages the particular strengths of its students,
teachers and the community in which the school rests. While there are
common themes, properties between good schools, part of what makes a
sciiool good is its ability to build a program that considers the unique
nature of its students, teachers and.community. All schools can be good
schools.

Second. We must keep the focus on the central reason for school
reform — a school's first purpose is to heip students leamn to use their
minds well, and the purpose of school reform is to improve that.
Eveiything should be explained and justified in terms of this purpose. That
is obvious and easy to say. But, in fact, it is not easy when it is taken
seriously because it requires changes in many of the ways we currently
keep school. It changes how teachers relate to students, how time is used
tf)ly students, how knowledge is defined, how district and state regulations
wction.

Congress can play a leadership role in keeping the national discourse
focused on this purpose.

Third. We should set national goals as a framework for the discourse.
The goals should say that the nation has high expectations for results from
schools in terms of student leaming. But those goals will not be helpful if
they prescribe what schools must do. That would let educators, policy
planners and school people off the hook ofhaving to deal with the
inconvenience of the fact that children and schnols are unique in ways that
are important.
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Fourth, Restructuring is one of the four points of the Charlottesville
compact. Soms peaple think of restrucwring as making changes in the
school system - such as changing from an appointed board to an clected
board. Others see it as changing what students’ experience in school. Too
often in the past we have moved the fumiture of the school system around
; and then been surprised that little or nothing happened to improve student
s learning. When the concem is all students and all schools, we must start
* with the focus on student leaming and how teachers and schools can
support and challenge the minds of our children. From that focal point we
should then tum to the fumiture of the system and organize it so that the
student learning is indeed enhanced.

The Congress can provide important national leadership by clarifying the
dialogue and siding with the position that restructuring must be tied to
results in student leaming.

Fifth. Congress will play an important role through its institutional and
individual leadership and by the legislation it develops that affects schools,
You can find ways to insure that funding and legislative decisions are made
in concert with the focus on improving the performance of all students.
You can support and honor the risk takers at all levels.

And you can sponsor new national research and development efforts that
will support this reform and keep it focused on the central purpose of
improving all schools for all students. Perhaps, the most important of
these is the development of new methods for holding schools accountable
and for assessing student performance.
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APPENDIX B
Essential Schools' Performarce: Some Preliminary Figures

Some half dozen Coalition schools have been involved in their Essential High School programs for long
enough — three to five years — to report on ﬁacpetfmmnocofdgcirsmdents.mﬁgtmbc!owm
ﬁswpipwmpuisonwimwwrmlgvmtinfmummvidedbywysdwo!ofﬁdu& These are cbviously
preliminary, yet they are encouraging.

1. Attendance and Drop-out Rates

Central Park East Secondary School:
Central Park Esst Secondary School attendance rate, 1938-89: 91%
New York City Public Schools official attendance rate, 1938-89: 79%

Central Park dast Secondery School rate, 1988-89: 0%
New York City Public Schools official out rate, 1988-89: 26.8%

Hope Essential School:
Hope Essential School attendance rate, 1986-88: 87%
Hope "regular” High School attendance rate, 1988-89: 78%

Hope Essential Schooi drop-out rate, 1987-88; 9%
City of Providence official drop-out rate, 1987-88: 44.9%

Thx%lear HEss«:nigh Schosc‘):lh | drop-ou 988-89: 1.5%
: yer tial Schoo t rate, | : 1
Thayer High School (pre CES) drop-out rate, 1980-81: 10%

University Heights High School:
Umvcrsxo’z Heights Essential Schoot attendance rate, 1988-89: 75%
New York City Public Schools official avendance rate, 1988-89: 79%

University Heights Essential School trate, 1987-88: 11%
New York Ci:y Public Schools official outrate, 1988-89: 26.8%

Walbrook Esseatial School:
Walbrook Essential School attendance rate, 1988-89: 92.1%
Walbrook "regular” High School attendance rate, 1588-89: 74%
City of Baltimore School System official attendance rate, 1988-89: §0.5%

Walbrook Essential School dropout rate, 1988-89: 1.8%
Walbrook "regular” High School dfgp—out rate, 1986-87: 23%
City of Baltimore School System official drop-out yae, 1988-89; 11.1%

Westbury Essentizl School:
Wesibury Essential School attendance rate, 1988-89: 56%
Westbury "regular” High School attendance rate, 1938-89: 91%
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2. Acsdemic Performance

University Heights High School:

1n 1989, ouly 33% of incoming college freshmen in New York possessed a reading level qualifying
them to take college classes. After completing the first stage of the University Heights Essential
Prcgram, T1% of University Heights students’ reading level qualified them to take college classes.

lmmdwngmm(mw):UﬁmﬁgWBEmﬁdemlmﬂem
scored in the 73rd percentile, an increase of 5 points from 1988.

Emﬁﬂsl:boo!smdmswmdmwmgeoﬁaedismpamxb@inmdrpmdws

Thayer High School:
1986 California Achicvement Test Scores, grades 7-10: 49th pereentile
1988 Califormia Achievement Test Scores, grades 7-16: 58th percentile

Walbrook High Schosl:

Overall sverage Maryland Functional Test scores (out of 2 possible 100 points):
Walbrook Essential School: 903
Walbrook “regular” High School: 72.92
Baltimore School System overall high school scares: 75.42

Westbury High School:
Westbury Essential School: 82% of ninth graders passed TEAMS tests
Westbury "regu’ar” High Schocl: 61% of ninth graders passed TEAMS tests

3. Discipline

Pleasure Ridge Park High School:

Pleasure Ridge Park Essential School discipline referrals, 1986-87: Pleasure Ridge Park Essential
School students comprised 20% of the junior class and gencrated only 14% of junior class
disciplinary refermals to assistant principal’s office.

Westbury High School:

Westbury Essential School discipline referrals, 1988-89: Westbury Essential School students
comprised 14.5% of school population and generated only 3.75% of overall disciplinary referrals
to assistant principal's office.

4. Pursuit of Higher Education

Ho_2 High School:
Hope Essential graduates, 1988-89: 90% went on to higher education
Hope High School graduates, eatire school, 1988:89: 45% went on to higher education

Thayer High School: )
Thayer Essential School graduates, 1988-89: 55% went on to higher education in 1988-89
Thayer High School graduates (pre-CES), 1980-81: 10% went on to higher education

University Heights High School:

University Heights Essential School Graduates, 1988-89: 88% went .1 10 higher education
New York City Public School graduates, 1988-89: 80.6% wenton to higher education

ERIC 2.8
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Walbrook High School
Walbreok Essential School graduates, 1988-89: abour 50% went on to higher education
City of Baltimore School System graduates, 1988-89: 11.1% wenton o higher education
5. What might these numbers mean?

'Ibcﬁgtmplcsemedabovem:hcbcgimﬁngofwsymmc' research and data collection effort.
numbers, schools and districts, show 1o perticular statistical
sopistication. Wehavemedofﬁdalnumbasﬁomsdnolsymmevmﬂ:ouyxwehmthnsomc
researchers have shown them to be too optimistic. As we contirue to take stock of the of the
mwmmmmmmmmmmm ith greater

4 posc

their regular school counzerparts. tinally, sccording to the figures describing higher education
aauﬂance.d:drinmindmﬁonappmbhsbcywlmeuﬂsohbc&scnﬁﬂwmk
Mﬂwm”emmdﬁmmﬁmhmm&mwm
graduates. m:hnohavubnkpahapsthcmosmmng.faixsuggmthchabismdinmin
education that Essential sztiocl students carry with them.

Fncamgic'ihoughtbctbovcﬁgtmmtbdrsigzﬁﬁanccislinﬁm Good attendance is only
thcbegimingo?d:cbanle; standzrdized test scores do nct really show what students have mastered
n«wfudnlhngsmeympr?aadmmﬂaukcinmﬁmm The real measure of these students
will Le gauged by their habits of good thinking.

Schuols Cited:
Central Park East Secondary School, 1537 Madison Avenue, NY, NY 10029, Deborzh Meier,

Hepe High Scnool, 342 Hope Street, Provideance, RI (2906, Paul Gounaris, Principal
Plcasgm Ridg; Park High School, 5901 Greenwood Road, Pleasure Ridge Park, KY 40258, Chasles

T,
Thayzr High School, 43 Parker Street, Winchester, NH 03470, Denais Littky, Principal
University Heights High School, University Avenue and West 18ist Steet, NY, NY 10453, Nancy
Mo, Principal

Walbrook High School, 200 Fonthill Avenue, Baltimore, MD 21223, Samue} Billups, Principal
Westbury High Scheol, 5575 Gasmer Road, Houston, TX 77035, Dr, Shirley Johnson, Principal

November 13, 1989
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APPENDIX C
- COALITION OF ESSENTIAL SCHOOLS
- MEMBER SCHOOL LIST
SCHOOL LOCATION
Arkansas: Springdale High School Springdale
: Califoria: Mid-Peninsula High School Palo Alto
: Connecticuts Avon High School Avon
Florida: Nova Blanche Forman School Davie
Nova Eiscahower School Davie
Nova Middle School . Fort Lauderdale
Nova High School Fort Lauderdale
University Schoo! of Nova University ~ Fort Lauderdale
Jowa: Metro High School Cedar Rapids -
Kentucky: Jefferson County Public Schools
Doss High School Louisville
Fairdale High School Louisville
Pleasure Ridge Park High School Pleasure Ridge Park
Seneca High School Louisville

Mayme S. Waggener High School St. Mathews

Maine: Portland Hizh School Pordand

Masyland: Bryn Mawr Schocl Baltimore
Park Heights Steet Academy Baltimore
Walbrook High School Baltimore

Massachuetts: Andover High School Andover
Brimmer and May School Chestnut Hill
Massachusetts Advanced Studies Milton

Program (Milton Academy)

Missouri: Parkway South High School Manchester
The Whitfield School St. Louis

New Hampshire: Thayer High School Winchester

|
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Caalition of Esszntial Schools Member Schools {conrd}

New York: Adelphi Academy

Alternative Community School

Bronxville High School

Central Park East Secondary School

Fﬁflrndcqw?ﬁ}gﬁhgh School
t

John Jay High Schoo

Scarsdale Altemative

School Without Walls

University Heights High School

Pennsylvania: Altemative for the Middle Years
The Crefeld School
Elizabethtown Arca High School

Rhode Island: I_{Goxﬂoi:ll gihool i
Sc%:d One ’
St. Xavier Acedemy

South CaroFna: Heathwood Hall

Tennessee: Hixson High Scheol
. St. Ardrews - Sewanee
Texas: Paschal High Scheol
The Judson Moatesori School
Westbury High School
Vermont: The Putney School
Wasbington: Finn Hill Junior High School
Meridan Junior High $chool
Wisconsia: Lincoln High Schoo} .
Walden I
Canada: Bishop Carroll High School

St. Andrews

Fort Worth
San Antonio
Houston

Putney
Kent

’\r{amwwcc

Calgary
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APPENDIX D

POTENTIAL (Non Re:Learning) MEMBERS OF
THE COALITION OF ESSENTIAL SCHOOLS

California, Bay Region:

California,
Los Angeles Region:

California,

Orange County Regicn:

New England Region:

New York Region:

AS OF 8/15/89

James Lick Middle School

Lincoln Junior High School

Carver Elementary School

Gahr High School

Rancho San Woquin Middle School
University High School

Hoover High School

Ceatury High School

Spurgeon Intermediate School

English High School
Norwich High School
Waikinson High School
Weaver High School

Adiai Stevenson High School
Bronx Regional High School
Clara Barton High School

Prospect Heights Hi ool
Croton-hudson High School
Augy it Matin School
High School for the Hemanities
High Schooi for Pregnant Teens
High School of Teaching
Julia Richman School
Louis D. Brandeis High School
Martin Luther King, Jr. High School
Satellite Academy High School

for Career Education
Urban Institute
Staten Island Technical High School

Brooklyn
Brooklyn

Brooklyn

Brooklyn
Croton-Harmon
Jamaica

New York

New York

New York

New York

New York

New York

New York

New York
Staten Island
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APPENDIX E

POTENTIAL RE:LEARNING SCHOOLS AND DISTRICTS

n]"no"s.

New Mexico:

Pennsylvania:

Rhode Island:

AS OF 8/15/8%

SCHOOL

Fayeteville Hi
Epig o s o
Ceatral High School

Melboume High School

Sheridan Junior High School
Central High School

Cacsar Rodney Jr, High School
William Fenry Midd!e School
Laure] Central Middle School
Middletown High School
Brookside

Elementary School
l'bcigs.on Vrgglhbmlll'echniml High School
West Park Place Elementary Schoot

Sante Fe Public Schoois
Silver City Public Schools
Tatum Public Schools
Zuni Public schools

Bellefont Area School District
Central Bucks Schoc] District
Elizabethtown High School
Lower Dauphin School District
Eastemn Lancaster County School District
New Hope-Solebury School District
Philadelphia School District

Tyrone Area School District -

Central Falls High School
Narragansett Elementary School
Narragansett Jr./Sr. High School
Rhode Island School for :e Deaf
Mary V. Quirk School




250

APPENDIX F

PRIVATE FUNDING FOR THE COALITION
OF ESSENTIAL SCHOOLS AND RE:LEARNING, SINCE 1984

LG 4 dircerly to the Coalition / Brown Univers

George 1. Alden Trust £ New York
Carnegic Corporation of New
Chsrles E. Culpeper Foundation
“The Danforth Foundatjon

Drowr: Foundation
ExxnnEdnanonFoundzuon
Genenal Foods Fund

Klingenstein Fund .
Edward Johr: Noble Foundation
Rockefeller Brothers Fund
Southwestcrn Bell Foundation

Acta Institute for Corporate Education
Cabot Foundation

Champlin Foundations

Coca-Cola Foundation

Exxon Education Foundation

Ford Foundation

Goldseker Foundation
Foundation

Hewlen Foundation
Rockefeller Family Fund [anonymous donor]
Anne Bumnett and Charles Tandy Corporation

New England Region
New Hampshut and Texas

New York and Texas
Texas and New York
New York
Ma:yland

New York

Rhode Island, New York, and Maine
New York Region

Rhode Island

New Hampshire
Texas

oantevhens & 37
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APPENDIX G
RELEARNING: STATE-LEVEL ACTIVITIES

Rcdwningimmdsmmmpﬁshitsgodofchangingdwnmmuﬂmcmof
schooling within participati g states by having sclected secondary school faculties and their
principals, schoo disuictandsmced:mﬁonandgwanmentladasmd&dgntheﬂdxing
mmgmmmmmmgmmmmm
following a set of essential principles.

|

Specifically, to join Re:Leaming, the povenor, chicf state school officer and other
Wmhd’:snm:ﬁwmemwtuﬂwbimdwmdmypmabwt 10
secondary schools as they redesign ing to the Coalition principles, but in ways they
sec appeopriate for their stedents and community. The staie is expected to ensure that each
wmgmlmmm.mmmwmnmmgmm

whichmaycomeﬁomsme,disuictand/otpdvmsomces,wmsuppms!aff
plamﬁngandschod-iniﬁmdsuﬁdevdopmmacﬁviﬁamdedwmm

m;::edmwmmiswhheahigiuysﬁncdmmwhowinbeuﬁmdbytbc
Coahﬁonwsuppmandwmtcbsdywdthdlcschookuthcyuxﬁamkcthcirchangﬁ.
mcmdimmwmuﬁstwhpnﬁdpaﬁngschoolwithmcnningmdsavingasa
continuing "critical friend.” He or she will also ize workshops, bring teachers from
different schools with common concems together, trouble shoot with district and state
officials and represent the group to the public and the media. In some states, the
coordinator is Jocated at & university to linch:Lwningtohitheducatimandbﬁng
Re:Leaming concepts into the education teachers and administrators; in others, the
coordinator is Jocated in the state department of education.

Astbcschoolchangmpmed.ECSworkswithtwogmupsinmhpilotm—-a
S e i oo e
policy aspects system to support the type of changes being made at
the school level. Although the work being underiaken by the schools involved in the
Coaﬁﬁonisadﬁvingfaceford:cacﬁmsofmmmups,theywinbeancndingtoothu'
Testructuring efforts going on in their state as well. -

The local/state cadre’s purpose is to be the "think tank” for determining the administrative
mdpoﬁcyacﬁonsdmwﬂlbeamppmmeﬁmdammmlchangwthambdngmadcin the
schools, Meechpikxstate,meemheisccmposedofamfuuysclecwdgmup of people
who represent the range of perspectives needed to develop the strategically effective
opions. Typically, the following types of people are included: teachers, principals,
superintendents and local board members actively invelved in school redesign, university
faculty and leaders, state department of education scaior staff, community and business
leaders, legislative and gubemnatorial staff, accreditation agency staff and members of other
agencics closely related to the education system. These people are selected to give the cadre
high credibility in the state, .

The cadre helps develop a shared vision in the state of whata redesigned education system
should look like. The group also is responsible for analyzing existing state policy to
determine if it appro; ly supposts the school changes and developing new policy that
would be more effective. Of particular interest to cadres now are issues of accountability,
assessment, teacher certification and the structures of district and state operations. As they
consider policies, Re:Learning <taff attempt to keep them focused on what will encourage
better pedagogical approaches. Policy must create a dynamic climate in which educators
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are in their efforts to creaté schools that can respond to society’s unrelenting
mm“«fvauweawwm It is to this challenge that the cadre must respond.

Theseuingmnﬁmeimludesdwgovmm.chiefmulndofﬁea.highaeduaﬁm
omwmdahmmchaskcykgiﬂaﬁvekadasmcmbm:ddmkmdbuﬁmssludm
Tt focuses on how to adjust specific policies to facilitate the choices made by the cadre and
schools and how 10 enlist the public in the continuing pressure for improvement. As the
mmwmmmepwmwwnwofnimm.mcmkof

will be greatly eased. Poﬁcymakmwnﬁomucmpmblanwithﬂ:epubﬁcm
sclnobfweldmpolkymkas—llwkofundaswxdingofuwcﬁnmcthnmwsme
best in education.
A rescarcher in each state is developing a way 10 gather, analyze and communicate
information and ideas back to the schools, cadre and steering committee. The rescarcher is
typically located at a university in the state.
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Thomas A. Wilson

Special Assistant to the Chairman/Development
Coalition of Essential Schools

Brown University

Mr. Wilson graduated from Earfham College with a B.A. in English (1961), from Howard \
University with an M.A.T. (1965) and from Harvard with an Ed.D. (1970). After two :
years'tcachingwithtthcaceCorpsinﬂwPhﬂippiwnndoncymasanEnglisha;acher :
1n Washington, D.C., Wilson worked at & number of positions researching, evaluating and :
lanning pilot programs in urban education, including Upward Bound at Harvard and .
&cu:o and the Pathways Project in Boston. He was a founder and President of the Center .
for New Schools in Chicago (1969-78). He worked as Director or Principal Investigator on !
anumber of school reform research projects, including research on Metro High School and
; gts%dy of change in urban schools. He came to Brown in 1984 and joined the Coalition in

While Wilson has extensive experience with the management of urban education initiatives,
most of his work has centered on considering the relanonship of research to change
projects. Mr. Wilson is also certified as a fundraiser by the National Society of Fund
R?irsqigg Executives and is a member of the Board of Directors of the Rhode Island Chapter
o 3
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Whatis Re:Learning?
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The nation is at a critical point in education
reform. It is crucial that the focus stay on
thoughtful changes that will greatly improve

dent learning. Too often students are
passive recipients of an education that seems
to result more from the education system®s
rules and procedures than from the needs and
challenges of student leaming. Too man:
talented, competent teachers are forced into
narrow situations in thei schools which
compromise good tcaching.

Teachers nced a working environment that
challenges and supports them as they engage
students, personalize instruction and improve
their own understanding of what they are
teaching. Administrators and policy makers
can help create aconstructive environmer by
putting priority on the best of learning for all
students.

Re:Leaming is a major national effort to
answerthe call for redesigning the total school
system. Itis grounded inthe belief that school
redesign efforts must focus on the primary
prapose of schooling —to helpall students lears
to use their minds well -and must include the
total education system from schoolhouse te
statehouse,

Re:Leaming deliberately does not have
finished models of the rcrfect redesigned
system. Those must evolve from the hard work
of committed students, teachers.
administrators, policy makers and community
members. Re:Leaming seeks to stimulate and
support redesign work at the schiool, district,
state and national levels.

Re:Leamning unites the Coalition of Essential
Schools (Coalition) with the Education
Commission of the States (ECS) to work with
people in all parts of the education system o

make this vision a reality. Re:leaming
schools join the Coalition. The states and

districts in which they 2re located agree to work

with ECS on redefining policies and
procedures to stimulate and support the
schools® efforts.

The Schools .

A Re:Leaming school agrees to work at the
difficult task of adapting & sct of ninc common
principles to its own unique situation. The
principles were developed out of a five.ycar
study of American high schools led by
Theodore R. Sizer, Coalition chairman. (A full
explanation of the principles can be found in
the Coalition prospectus.) The experiences of
tome 50 Coalition schools over the last four
years support the value of these principles as
a framework for local school redesign. The
principles are:

Intellectus] focus. Theschool should focus on
helping students learn to use their minds well.
It should not ptto be “comprehensive™ at
the expense of its central intellectual purpose.

Simple goals. The school's goals should be
simple; that each student master a limited
numbzr of essential skills and arcas of
knowledge. .

Unlversal goals. The school’s goals should
apply toall students, although the meansto the
goals will vary as those students themselves
vary. Sch:;:&m:tice should be tlored to
meet the of every group of students.
Personatization. Teaching and leaming
should be lized to the maxi extent
feasible. Tothatend, a goal of no more than
80 students per teacher should be vigorously
pursued, and decisions about cumriculum,
allocation of time, and choice of teaching

PARYS!
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jals and their ion must rest
uméscn/edly with the school’s prncipal and
staff.

Student-as-worker. The goveming metaphor

of the school should be student-as-worker,

rather than the more traditional teacher-as.

deliverer-of-instructional-services. A

promineat pedagogy should be coaching, to

ﬁmvoke studentstoleam howto leam and thus
ow to teach themselves.

Diploma by “exhibition.” The diplomia
should be awarded upon a successful final
demonstration of mastery —un exhibition - of
the central skills and knowledge of the school’s
program. The familiar progression through
strict age grades and “credits eamed” by “timc
spent”™ in class will be unnecessary.

Tone. The tone of the school should explicitly
and szlf-consciousy stress values of unanxious
expectation (“I won't threaten you, but T expect
much of you™), of trust (until abused)} and of
decency (fai 8 ity and tol )
Parents should be treated as collaborators.

Staff. The principal and teachers should see
themselves 3. generalists first (teachers and
holars in «eneral ion) and special
second (ex;¢fts in one ranicular discipline).
Staff shoula *xpect multiple obligations
{teacher-coun elor ger) and i

to the entire school.

Budget. Ultimate administrative and budget
targets should include a totel student load of
80 or fewer per teacher, substantial time for
collective staff planning, competitive staff
salaries and a per-pupil cost no more than 10%
above that of lradpinonal schools. Inevitably,
this will require the phased reduction of some
services provided in many comprehiensive
secondary schools.
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The School Commitment

® Re:Leaming schools join Coalition schoo's
in working to put these rnncipies into
practice. The school faculty must choose to

icipate as a Re:Leaming school.
aculty members are then given time for

extensive study, planning and visits to other
schools, all in support of their work to
redesign the school based on the Coalition
principles.

& Each ra.nicipalins state has an in-state
school coordinator who is trained and
supported by the Coalition 10 assist
Re: ing schools and serve as 8 “cnitical
friend.” The coordinator organizes
v:v_od_u'lgops. bﬁn§s tcachelr's rom different

P 4 . with
distnct and state officials and represents the
group to the public.

States and Districts

District and state leadersina Re:'u.:aming state
work on changes in administration and policy
lh?l n;spond to and support the work of the
scliools.

Some of the policy areas that might need to
be changed include schoo! and student
assessment, teacher ceniﬁcat)ion.L resource

graduation mqui:;mcms and sup;x;n systems
for teachers and schools.

Re:l does not pror mods] policy
statements for states. Just as the school
principles must be worked out at each school
1o take full advantage of its unigue
characteristics, so, 100, a state's educaticn
licy must be worked out by those responsible
tn cach state. In working toward redesigned

662
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policy and administrative practice, state and
district leaders use these pnnciples:
Bulldanew vislon ofeducation. The public,
business and state leaders and education
professionals should build anew shared vision
of how the state’s education system should
work o insurcthat all students have an equal
opportunity to use their minds well through
meaningful teaching and learning experiences.

Organize on behalf cf student earning. The
roles and responsihilitics within the education
system and the manner in which resources are

located should be redesigned to support the
best leaming for all stud notb i
or political interests.

Create new working relationships.
Collaboration, shared lesdership and mutual
responsibility should serve as the model for
working relationships throughout the
education system.

Develop a culture of learn!ng. Adults
throughout the system should come to see
themselves as continual learners and

problem-solvers rather than purveyors of
“right™ answers and sundmrluzgd solutions.

Develop coherence and meaning in all
actlons. Actions. information and data must
be focused on moving together toward the
shared vision of a new education system. Too
oftenthe education systemis sobogged down
withinformation and actions inbits and pieces
that meaning is lost.

Aci withregard for people. Long-and short-
term actions o rebuild the education system
should be baranvi in ways that treat people
with dignity and respect.

r'-(
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The State and District Commitment

® In Re:Leaming states. a cadre of highly
respected people from all lﬁ:ns of the
education system initiate the building of
a thared vision of education. They help
guidethe systemic administrative and policy
changes this vision implies. Ths cadre
hc[lrs design a policy environment that
reflects the changes in Coalition schools as
well as reform efforts throughout the state
education system. ECS provides assistance
to the cadre.

A steering committee of state leaders
focuses on actual policgcchmgcs and
¢ ications with the g | public.
This committee, again working with ECS,
includes the governor, chicf state school
officer. business and other leaders who work
top policy changes dzvcioped by the
cadre and to enlist the public support
necessary for fundamenta changes in the
state’s education system.

Participating states make 8 five-year
commitaent to Re.Leaming. They agree
::;::urc ﬁrnanci:.l suppotll folr Of undamental
ign of approximately 10 secondasy

schools foilom the Coalition's common
principles. A typical amount foreach school
would be $50,000 per year. A substantisl
partofthe funds wotld benew or reallocated
public dollars. A portion could be raised
from businesses or other private sources.

® States also agree to hire an in-state school
di 10 assist the schools and connert

with the Coalition and ECS. [n addition,
states cstablish a documentation ard
communication approach in cooperation
withuniversity faculty members and others
to determine adjustments that need to be
made in the state’s strategy.

L]
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The Nation

The nationat componc:;l of Re:Leaming
supports the state-by-state and school-by-
school changes. The mndzuoml dihuscussion on
education purposcs and reform has a major
iﬁ:adonlhcexwu and quslity of schocl
sign. Re:Leaming participants contnbute
to the depth and quality of that discourse.
A nationa) study of Re:Leaming is planned.
Accountability to the public at the school, state
and national fevels is vital.

The Players

The Coalition of Essential Schools, based at
Brown University. 15 a school-based effort that
advocates schools becomiag places that better
help students use their minds well. The

National Association of Secondary School
Principals and the National Association of
Independent Schools sponsor the Coalition.

The Education Commission of the States is a
nonprofit, naticnwide interstate compact

f d to help g state legisl

state education officials and others develop
policies to improve education, Forty-cight
states, the District of Columbia, American
Samoa, Puerto Rico and the ~"irgin Islands are
members.

Six states — Arkancas. Delaware. illinois.
New Mexico, Pennsylvania and Rhode Istand
- were the first to join Re:Learning. Others
are joining as the effort continues.

For more informatica about Re Learning, contact
Beverly And Education C los of the States,
1860 Lincols Street, Suite 300, Deaver, Colorado 80295,
303-830-3631; or Theodore Sizer of Robert McCarntby,
Caoalition of Essectial Schools, Box 1938, Brows
Univernity, Providence, Rhode lsland 02912,
401-863-3384,
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Diverse Practice, Shared Ideas:
The Ess_ential School

Theodore R. Sizer
Chairman
Coalition of Essential Schools

This article appeared as Chapter 1 in Organizing for Learning:
Toward the 21st Centurv {© 1939 The National Association of
Secondary School Principals, 1904 Association Drive, Reston,
VA 22091). Reprinted by permission.
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CHAPTER 1
Diverse Practice, Shared Ideas:
The Essential School

THeODORE R. SizER

No Two Goob schools are ever quite alike. No good schoo! is exactly the
same from one year to the next. Good schools sensitively reflect their
communities—both the students and teachers within the schoo! building,
and the wider neighborhood it serves. A gcod school respectfully ar
commodates the best of its neighborhoed, not abjectly—playing whatever
tune any particular special interest group might demand—but sensibly,
balancing the claims of national values with those of the immediate
community.

A good school is the special creation of its own faculty—its teachers,
counselors, and administrators. Thase are its **permanent’’ folk. Studénts
and their parents come and go, but a good school’s core of veteran
teachers and administrators make the difference. A school has character if
its key faculty—its senators—feel collective responsibility for it, take its
standards and its style seriously, and pro% :t its reputation.

Such a commitment arises only when a faculty feels a sense of author-
ity and contro! over its own school. Thus, just as a good school properly
reflects its community, so too does it particularly show, and boldly, the
convictions of its centra! staff, convictions that carry the authority of
people who know that the school’s repulation res's squarely on their
judgment and strength.

If these conclusions about gocd schools hold—and they are widely
shared among thoughtfu! school people and researchers who have looked
carefully at successful schools—does this mean that there is no such thing
as a good *“*model”” school? The answer has to be yes: There is no such
thing as a distinct, detailed blueprint for a fine school any more than there
is such for a successful family.

But just as with families, while not exhibiting precisely similar config-
urations and traditions, good schools do share powerfu! guiding ideas,
principles that are widely accepted even as they take different practical
forms when a particular group of people in a particular setting shape them
into day-to-day expectations and routines.

It is for this reason that the Coalition of Essential Schools has advanced
its work as a set of commonly held principles rather than as a **model”
for schools to emulate. The Coalition is, ineffect, a process, an unfolding
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among a widely diverse group of schools of structures, routines, and
commitments appropriate to each which are consistent with our shared
principles.

There are precedents for this approach: the best known that of the
group of schools in the Progressive Education Association’s “Eight Year
Study”* of the 1930s and, more recently, the wide variety of Head Stant
programs that first sprang fordh in the mid 1960s. The Coalition schools
do not work in isolation, and they borrow from each other. The purposs
of the collaboration is to spark a sustained conversation about what the
commonly held ideas might mean and how a variety of communities
might assist each other in finding their best practical expression. Coali-
tions give strength in numbers, fortitude at times bf pressure. And for
policy makers, a variety of schools provides a rich source from which
ultimately to draw conclusions about the practical utility of the shared
ideas.

The Coalition of Essential Schools rests on a simple set of *‘common
principles.”” Most are stated in deliberately general terms. Most are very
familiar, hoary old chestnuts of pedagogical commitment. Only two are
specific, again deliberately so as provocations and restraints: no teacher
in a Coalition school may have responsibility for more than 80 students;
and the per pupil expenditure should not exceed that at comparable
neighooring *“traditional’* high schools by more than 10 percent.

Only one of the common principles (the first) rests primarily on
ideology—that of a democratic faith. It posits that in a democracy all
citizens must be able to use their minds well, and must be able to function
thoughtfully as critical patriots and effective members of the society, its
communities, and work force.

The Nine Common Principles

‘The principles are as follows:

1. An Essential school should focus on helping adolescents learn to use
their minds well. Schools should not attempt to be *“‘comprehensive” if
such a claim is made at the expense of the school’s central intellectual
purpose.

2. The school’s goals should be simple: that each student master a
limited number of essential skills and areas of knowledge. While these
skills and areas will, to varying degrees, reflect the traditional academic
disciplines. the program’s design should be shaped by the inteliectual and
imaginative powers and competencies that students need, rather than by
*‘subjects’” as conventionally defined. The aphorism *‘less is more"’
should dominate. Curricular decisions should be guided by the aim of
thorough student mastery and achievement rather than by an effort merely
to *‘cover content."’
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3. The school’s goals should apply to all students, aithough the means
to these goals wilk vary as those students themselves vary. School practice
should be uilor made to meet the needs of every group or class of
adolescents.

4. Teaching and leaming should be personalized to the mazimum
feasible extent. Efforts should be directed toward a goal that no teacher
have direct responsibility for more than 80 students. To capitalize on
personalization, decisions about the course of study, the use of students’
and teachers’ time, and the choice of teaching materials and specific
pedagogies must be unreservedly placed in the hands of the principal and
staff.

5. The governing practical metaphor of the school should be student-
as-worker, rather than the mu.c familiar metaphor of teacher-as-
deliverer-of-instructional-services. A prominent pedagogy will be coach-
ing, to provoke students to leamn how to learn and thus to teach
themselves.

6. Students entering secondary school studies skeuld be those who can
show competence in language and elementary mathematics. Students of
traditional high school age but not yet at appropriate leve!s of competence
to eater secondary school studies should be provided intensive remedial
work to help them meet these standards. The diploma should be awarded
upon a successful final demonstration of mastery for graduation—en
**exhibition.”” This exhibition by the student of his or her grasp of the
central skills and knowledge of the scheol’s program may be jointly
administered by the faculty and by higher authorities. The diploma is
awarded wien eamed, so the schoal’s program proceeds with no strict
age grading and with no system of credits collected by time spett in class.
The emphasis is on the students’ demonstration that they can do important
things.

The tone of the school should stress values of unanxious expectation
(**I won't threaten you but I expect much of you'’); of trust (untit
abused); and of decency (the values of faimess, gererosity, and tol-
erancz). Incentives appropriate to the school’s particular students and
teachers should be emphasized, and parects should be treated as esseatial
collaborators.

8. The principal and teachers should perceive themselves 2s generalists
first (teacher and scholars in general education), and specialists second
(experts in one particular disciplice). Staff should expect multiple ob-
ligations (teacher-counselor-manager), and demonstrate a sense of com-
mitment to the entire school.

9. Ultiz:ate administrative and budget targets should include, in addi-
tion to total student loads per teacher of 80 or fewer pupils, substantial
time for collective planning by teachers, competitive salaries for staff,
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and an yltimate per pupil cost not to exceed that at traditional schools by
more than 10 percent. To accomplish this, administrative plans might
include the phased reduction or elimination of some services now pro-
vided students in many traditional comprehensive secondary schools.

The Coalition of Essential Schools

Many schools have long reflected these principles in their practice.
However, if these idsas are taken seriously—if they are followed with
determination—many school routines, even ones of long and almost
unquestioned status, must give way. What Seymour Sarason has aptly
called the traditisnal *‘regularities” of school are seriously challenged by
these principles.

Criticism is not enough. Coalition schools are moving beyond criticism
10 the development of new and more effective *‘regularities,”” ones which
serve youngsters and teachers beiter by adhering more closely to accepted
Coalition principles.

More than 50 middle and high schools have joined the Coalition since
its formal inauguration in September 1984. Although all of these are still
**in-the-making,”” many general observations about their efforts can now
be expressed.

First. it is clear that the nine common principles necessarily act in
combination. If one is pressed without the others, it will be smothered.
Pushing hard toward a pedagogy of *‘student-as-worker,"” for example,
inevitably affects the curriculum, which in turn affects the daily schedule.
The synergistic quality of school practice so tellingly iflumined by Sar-
ason and others is readily evident in the work of our colleague schcols.

Second, the significant and sustained support of the faculty is critical.
In practice, this does not mean the enthusiastic embracing of all the
Coalitica ideas by every Jast faculty member. It does inean, however, that
a significant and veteran minority of teachers, combined with the senior
administrators at the school, must be committed to move ahead, even as
other faculty usefully express their skepticism, by serving as **critical
friends.”” The leadership of the faculty can neither be reluctant nor
impatient. Reluctant folk make poor adventurers, and changing anything
as complex and as commitment-charged as a school must be done care-
fully, slowly, and patiently. At the same time, it is clear that a few
persistent saboteurs can demoralize and muffle the energy of any school.

Some Coalition schools started with a school-within-a-school pattern.
an “*Essential high school’* as part of a larger unit. There are virtues in
this approach, as it allows the small group of most committed teachers
considerable freedom to move. Visible programs emerge quickly. How-
ever. hazards arise in the inevitable **we-they’* character of the approach;
Essential school-within-a-school teachers and students are inevitably
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compared with the rest, and jealousies =merge from real or imagined
inequities.

Evolving a careful and necessarily long-range plan of “‘tuming” a
whole school on Coaliticn principles at once carries its own sorts of
hazards. One is the invisibility of much progress—and politics likes
quick, visible results. Another is the difficulty of taking into account the
synergistic quality of the school; everything important affecting every-
thing else makes tuming a very large and complex high school exceeding-
ly difficult.

Easiest of all, perhaps, is the founding of a brand new high school, a
permanently free-standing institution with its own building, or an inde-
pendent unit within a larger education complex of some kind. The found-
ers can gather to themselves congenial colleagues as the school grows,
and, if it is a school of choice, an equally congenial student and parent
body. The debits of this approach are both the strain of starting an
institution from scratch and the absence of traditions and rituals—those
expectations which, when sensible, give steadying ballast to a school.

Third, the planning for a restructured program takes substantial, unre-
mitting effort and emotional energy. Much planning by a significant core
of the staff during summer months and during the academic year is
necessary, and both time and arrangements for daily or at least weekly
meetings of the key faculty are essential. Even the most carefully worked-
through summer plan will need adjustment within weeks of being
launched, and the time and personnel necessary for the continual assess-
ment of progress and the changes it suggests must be built in. Most
reformers outside the schools fail to recognize this need; there are well-in-
tentioned *‘restructuring’’ efforts even today which provide no assistance
either to the principal or the faculty of a school that wishes to try ambi-
tious change.

Redesigning a school is one thing; the reshaping (retraining) of its
faculty is quite another. Staff development (an ugly phrase, implying a
passive. clay-like faculty) is critical. It must arise from the teachers’
sense of their own need and must be plannzd over a substantial period of
time. The traditional **one-shot-five times-a-year’" staff development
days are a mockery compared with the work required for the redirection
of teachers’ and administrators’ responsibilities (and attitudes) that seri-
ous restructuring requires.

Fourth, the Essential Schools movement is first and foremost a move-
ment in pedagogy, in the relationship between teacher, student, and the
subjects of study that bnng them together. For example, the aphorism
student-as-worker/ teacher-as-coach affects everything, from the way the
school adheres to the expectations of both teachers and pupils to the
nature and seriousness of staff development. Few recent efforts in school
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reform have started with the teacher-student-subject relationship, much
less from pedagogy. Indeed, the importance of pedagogy is heard in few
**reformist’” quarters, and rarely from national ¢ smmissions. The experi-
ence of Coalition schools that appear to be making progress, however, is
already clear: Get the relationship of the youngster with the teacher right
and subject matter and all elsz eventuaily will fall into place.

Fifth, the differences among youngsters, vaguely agparent to per-
ceptive teachers, become clear when faculty-student ratios drop. Varying
learning styles, differing motivations, rapid or sluggish rates of learning,
and more all impinge on Coalition teachers. Getting the ratio down is one
thing; using the practical possibility of serious personalization is a new
prospect for many teachers—a happy luxury, but a troubling new respon-
sibility.

Sixth, a school reform effort thar arises from a set of ideas that a school
faculty must carefully fashion into appropriate practical form—rather
than a describable practice that is to be implemented—is an unfamiliar
one in many communities. Accordingly, such an effort requires special
political protection. School board members, superintendents, local busi-
ness and political leaders, and the regional press all have their parts to
play. The difficulties that Essential schools encounter do not end merely
with the nature of the reform approach, but also in the inevitable clashes
that arise from the setting of priorities by the Essential schools’ planners.
If thoroughness and the use of their minds by students is 2 truly serious
goal, many traditional and usually pleasant school practices will have to
give way.

Cheices must be made, and some parties will inevitably be aggrieved.
The politics of subtraction is the most difficult of politics, and the politi-
cal supporters of Essential schools-in-the-making must be staunch and
patient. This implies thorcugh understanding on the part of parents and
other influential members of the community of what is being attempted. It
demands that the school make the argument that the risk of doing nothing
exceeds the risk of trying something new, that most **good"’ schools are
not nearly good cnough. .

‘A final source of support is *“critical friends,” not only among the
outsiders, but among colleagues in Coalition schools. Serious restructur-
ing must be accompanied by a constructive peppering by knowledgeable
people, friendly but persistently challenging. The very existence of these
folks provides a running sort of accountability, and good allies. Their
known presence strengthens the venturesome, and doubters beth within
the school and without are reassured that fair-minded critics are involved.

Seventh, Coalition teachers need great confidence in the subjects they
teach. Often the compromise necessary to push the faculty/student ratios
downis for teachers to work somewhat beyond their own specialties, with
standards maintained by collaborative teams. For example, a humanities
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team is made up of teachers of English, social studies. fine arts. and
foreign languages, with some members teaching several subjects. Quality
control is maintained by specialists in each area. To teach somewbat
outside one"s field—sanding off the rust on one’s English background if
one is, say, an art teacher—takes self-confidence and a willingness to
expose one’s inadequacies to the critique of other teachers. This is often
threatening.

The vigorous protestations against teaching out of area that one hears in
many schools mask both the narrow preparation provided teachers in
colleges and universities and a basic lack of scholarly self-confidence. (It
always strikes me as odd that high school faculties insist on greater
specialization than do, for example, graduate faculties of law or business.
Is scholarly quality only calibrated by past fiomal study?) Schools in the
Coalition have found that summer institutes are necessary to heip teachers
broaden and deepen their subject matter preparation. This priority must
be reflected in any staff development plan.

Eighth, sustained and steady administrative leadership, particularly
that of principals, is crucial. Coalition schools in communities where
superintendeats and principals have come and gone suffer intensely; in
power vacuums the status quo flourishes. Constructive change requires
leaders who have the vision and ability to assemble and hold teams of
colleagues to the difficult task of trying to find a better way to school
young people.

Finally, there must be a clear sense of the goals of an Essential school:
the goals for the students, the teackers, the administrators, and the school
as a whole. A prime vehicle to drive this goal-setting is the “‘exhibition,"”
the dzmonstration by a student that he or she understands a rich core of
subject maiter and, equally important, can use it in resourceful, per-
suasive and imaginative ways. Few schools in recent years have ever tried
clearly to articulate what students should be able fo do to deserve their
diplomas. We all tend to retreat into the familiar evasions—Carnegie
units, seat time, and years of coverage.

No exercise can be more difficult for a faculty than that of addressing
what the student should be able to do to deserve to graduate and none can
be ultimately as liberating. Only by being clear about those general
qualities that students must ultimately display can a faculty derive an
educational plan, one that gives piority to helping the students achieve
the identified strengths. Once wisely cast, such ‘‘exhibitions’’ can be the
basis for sensible accountability, a measuring stick of quality that tran-
scends the trivialization now reflected by our familiar quick-and-dirty,
low-cost, paper-and “encil tests.

Goals must be clear not only for students but also for the school as 2
whole. This requires a plan, one that details the necessary shifts in
staffing, staff development, planning, the documentation of the project,




and the resulting budget. Without a plan—even if it is creatively ten-
tative, subject to constant revision—Essential schools will flounder.
There is frustration enough in taking the common sense of the nine
common principles into account without compounding it with vague
direction.

The Coalition of Essential Schools promises no panacea, no quick
model that can be put into place. It promises only an Lonest return to the
basic questions about schooling, about growing up, about learning, and
about teaching. It promises a hard, but ultimately liberating struggle for
school folk, not only to forward their work in a setting that squares with
the hunches of generations of successful teachers, but also to see
youngsters—particularly those for whom traditional schools seem to have
given up—perform in extraordinary ways.

The Coalition’s Essential schools-in-the-making already signal prom-
ise in this regard. None of us wishes to make strident claims at this point,
but we are convinced that when the basic ideas we share are rigorously
adhered to, the world of schooling improves both for youngsters and for
teachers.

The model of the Coalition school is, thus, not a generalizable model at
all. Rather, it is an approach that leads to an idiosyncratic model for each
community, a unique representation of what is best for that sztting and its
people and which is consistent with some powerful, old-fashioned ideas
about learning and teaching. Patience, courage, and an endless sense of
humor are required, but the promise is there, rich and increasingly vis-
ible.
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’B\e Coalttion of Essential Schools s
an extension of A Study of High Schools, an
inquiry snto American secondary education
conducted from 1981 to 1984 under the
sponsorship of the National Association of
Secondary School Principalsand the National
Association of Independent Schools, As

part of 1ts findings, the Study dentified five
“imperatives” for better schools:

¢ Give room to reachers and students to
work and learn in their own, appropaate
ways.

© Inusst that students clearly extubit mastery
of their school work.

® Get the incentives right, for students and
teachers,

@ Focus the students’ work on the use of
their minds.

® Keep the structure ssmple and flexible.

The ratioriale for these im, atives s
detailed 1 the fust of the Study's three
publications, Horace’s Compromise: The
Dilemma of the Amencan High School (by
Theodore R. Sizer, published by Houghton
Miffin Compary, 1984). Simple though
they may at first sound, these commitments,
1f addressed seriously, have significant
consequences for many schools, affecting
both ther orgamzation and the attitudes of
those who work within them. It 1s these
consequences that the Coalition addresses.
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Established 1n 1984 as a high school-
unuversity partnership, the Coalion of
Essential Schools s devoted to strengthening
the learning of students by reforming each
school's prionties and ssmphfying s structure.
Brown Untversity joined in this partnership
with schools that are diverse in character,
geographucally dispersed and representative
of both the public and private sectors. Each
school evolves a plan appropriate toits own
setung. What Coaliion schools hold 1n
common isa simple set of principles that give
focus to their effort.

The Coalitton has no specific model to
"plug 1n,"” and we reject the practice of top-
down standardized solutions to school
problems on the simple ground that such
demonstratly do not work. Schools are
fragle places and gain thesr stability from
often subtle accommodation to the needs,
character, strengths and weaknesses of the
communities 1n which they reside. The heart
of fine education is the constructive
confrontation of able teachers and willing
puptls — a joiing that cannot be mass
produced. It emerges from deft and sensible
adaptation, school by schoo!, even classrcom
by classroom, and from 2 commitment to
learrung that best flourishes when students
andteachiers feel a strong sense of ownership
of thew partscular schools.
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"I;\c Common Principles that provids
the framework for our collective endeavor
reveal an 1deology about schooling and
learning that places “personalization™ high
on the list of imperatives. A p hized
education 1s one whre students are known
by the adult profissionals in school. In most
schools, making this personalization a reahity
will requite the restructuring of many
institutional features, The teacher-to-pupil
rato, for example, must be lower than we
typically find (one teacher to no more than
eighty students 1s our recommendation).
Witha more manageable number of students,
teachers may be expected to orchestrate
classactivities more imaginatively — finding
various ways to call upon student intiative
and ways to place students more routinely in
the role of the inquinng scholar and hard
wotker.

Such 2 vision, of coursz dre-supposes
certair aums of education. We mainzain that
ths focus of a secondary school program
should be on helping students to use their
minds well and that a high school graduate
should have the ability to show his or her
knowledge and skill — to "exhibit" mastery
— ina varetyof areas deem~d important by
local and external authonties. This suggests
that the high school diploma should signify
genuine competence, specifically in theareas
of reading, writing and fundamental
mathematics. These Essental Schools that
we envision should also be places wnere
decency prevails; where socialand professional
relationships are typified by tolerance,
generosity and fairness, This 1s the
philosophical bedrock of the Coalition as
spelled out in the Common Principles that
follow.

TN
o Y

THE COMMON PRINCIPLES

1. The school should focus on heip 1g
adolescents to Lzam to use their minds well,
Schools should not attempt to be “compre-
hensive” 1f such a claim 18 made at the
expense of the school's central intellectual
purpose.

2. The school's goals should be simpe:
that each student master a limited number
of essentual skills and arens of knouledge,
While these skills and areas will, to varying
degrees, reflect the traditional academic
disciphines, the program’s design should be
shaped by the intellectual and imaginauve
powersand competenciesthat studentsneed,
rather than necessanly by “subjects” as
conventionally defined. The aphonism “Less
Is More" should dorminate: curncular decisions
should be guided by the aim of thorough
student mastery and achievement rather
than by an effort merely to “covercontent.”

3. Theschool’s gocls sheuld applytoali
students, while the means to these goals will
vary as those students themselves vary.
School practice should be tallor-made to
meez the needs of every group or class ¢f
adolescents.

4, Teaching and leaming should be
p lizedto the feauble extent.
Efforts should be directed towerd a goai that
no teacher have direct responsibility for
more than eighty students. To capitaluze on
this personalization, decisions about the
details of the course of study, the use of
students’ and teachers’ time and the choice
of teaching matersals and specific pedagogies
must be unreservedly placed in the hands of
the principal and staff,

892

73




ERIC

Aruitoxt provided by Eic:

——

5. The governing practiccl metaphor of
the school sheuld be student-asworker, rather
than the more famihat metaphor of teacher-
as-deliverer-ofsinstructicnal-services. Ace
cordingly, a prominent pedagogy will be
coaching, to provoke students to learn how
t0 learn and thus to teach themselves.

6. Students entering secondary school
2sudies are those who can show competence
in language a 1 Y math 3,
Students of traditional high school age bu
not yet at appropriate levels of competence
10 enter secondary school studies will he
provided intensive remedial work 10 assist
them quickly to meet these standards. The

fi for graduation
~-an “Extubition.” This Exhibition by the
student of his ot her grasp of the central skalls
and knowledge of the school's progrin may
be jointly admunistered by the faculty and by
higher authorities. As the diploma is awarded
when earned, the school’s program proceeds
withno strict age grading and with no system
of “credits earned” by “time spent” in class,
T+« emphasis is on the students’ demon-
stetion that they can do important things.

7. The tone of the school should
expheitly and self-consciously stress values of
unanxious expectation (“l won't threaten
you but I expect much of you”), of trust
(until abused) and of decency (the values of
fauness, generosityand tolerance). Incentives
appropriatetothe school’s partscular students
and teachers should be emphasized, and
parents should be treated as essential
collaborators.

27
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8. The principal and teachers should
perceive themselves as generalists first
(teachers and scholars in general education)
and specialists second (experts i but one
particular disciphine). Seaff should expect
multiple oblizations (teacher-counselor-
manager) and a sense of commitraent to the
entire school.

9. Ultimate administrative and budget
targets should include, in addition to total
student loads per teacher of eighty or fewer
pupils, substantial time for collective planning
by teachers, competitive salaries for staff und
an ultimate per pupil cost not to exceed that
at traditional schools by more chan ten
percent. To accomplish this, admi ive
plans may have to show the phased reduction
orelimination of some services now provided
students in many traditional comprehensive

ary schools.

Any list of such brevity and specsficity
begs for elaboration, and it is thiselaboration
which will fiest engage the energres of each of
the Coalition process of i
programs and putting them into place will
take several years, and the inevitable
adjustments then required will consume
some years after that. Duz to its complexity,
school redesign is a slow and often costly
business. And due to the need 10 adapt each
design to its own constituency of students,
teachers, parents and neghborhoods and to
create a strong sense of ownership of 1t by
those who are involved, this redesign must
be largely done at the level of the individual
school — even as that school adheres to the
prnciplesand standards common among the
Coalition schools.
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PROJECT ORGANIZATION

The Coahinon of Essential Schools
(CES) is co-sponsored by the National
Association of Secondary School Principais
(NASSP) and the National Assoctation of
Independent Schools (NAIS). [ts small centrat
staff is associated and housed with the
Educauson Department of Brown University
in Providence, Rhode Island. The chairman
of the Coalition 1s Theodore R. Sizer of

Brown University.

The schoolsin the Coalitron are selected
by the Coalition staff upon the advice of key
officess of NASSP and NAIS with four
criteria in muind:

1. Drersityssimportant: The Coahition
wilibe enriched by the association of differing
schools — urban, suburban and reral, public,
independentand parochial; cast, west, south
and north; small and large; with a vanety of
student bodiesand cormmunties. Thas diversity
will strengthen the valdity of those aspests
of our work which appear to succeed.

2. ‘The school, involved must unequive
ocally agree with the common principles of
the Coalition. Thisdoes not mean that thess
principles are not changeable over time:
indeed, the Coaliton schools” expenimen-
tation will surely lead to adaptations. Nor
does 1t mean that schools have to emphatize
all equatly. What it does mean, however, is
that there is a secure, if smpk, common
platform upon which our partnership rests.

3. The schools must have the moral,
profesuonaiand financual support 1o proceed
with the mevitably difficult work that flows
fromthe ccmmon punaples. Again, nothing
15 perfectly sure in this hfe: governing boards
change, moneydries upor becomes available,
leaders depart and othersarrive, Yet we seek
as firm and speaific a commutment from
governing authorities as 1s {eanible and for
blocks of years rathar than one yearata ume.

4. The schools must have commirted
leaders and staffs — people interested in the
project and, «f skeptical, constructively so
Reluctant folk make poor adventurers.

The pamary focus of the Caslition's
work wall be at cach site, with Brown
Unwversity-based and regiona! staff playing a
supporting role. Each partnerin the Coalition,
including the centrat staff, 15 financully
autonomous, responsible for its own affais
and thus never fiscally dependent on one
another. For financial oversight, the
Caoalition's central budget will be under the
acgis of Brown Unversity. Each o the
participating schools’ budgets will, of course,
be under the oversight of its own goveraing

board.
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OBLIGATIONS OF COALITION
SCHOOLS

Stgruficant restructunng of any school's
prionities and organizations 1s an arduous,
often pohtically hazardous b Muchis
at stake: the work must be done carefully.
Planning cannot be rushed. Resources must
be available. Governing authorities must be
patient. Participants must accept the fact
thatalte} atss tnedmay not work successfully.

Accordingly, governing authonties of
schools joining the Cozition must commut
themselves for at least a four-year penod,
must agree to give thewr school’s leadership
the authonty needed to proceed and must
aliocate or rawse the funds required to support
their oroject. These cemmitments should be
clearly made at the start of the project n
writing, both to their school’s leadership and
the Coahtion’s chairman.

Clearagr between theindividual
Coalttion schools and their governingauthor-
wties {for example, a supenintenderit acting
on behalf of a Board of Education) on the
control of program quality and the specific
responsibilities and authonity of higher-Jevel
staff are essentsal, in advance.

All the Caalition participants must
agrez to candor 2nd te duscretion: successful
collaborative work req operiness and
openness only develops when there is trust
among colleagues. The participants must
agree  share information fully and to work
with .ae central staff to perst the fullest
possible public description and analysis of the
Coalition’s we

Project financal costs will vary among
schools, but all of the following categories of
need must be addressed.

1. Planning: Staff, n appropriate
nuinbers and for 2 suffizient period, should
be freed from existing obligations in order to
develon their schoo!’s plan and support for st
n their community.

2. Support for the principal: The

school’s keyleader should be given extra szaff

Support to cover important routine duties,
allowing hum or her to focus ntensively on
the project’s concerns. This principal should
have ¢ discretionary account of funds to
allow him or her to act quickly on urantic-
ipated needs the project at the school may
have. Clenical support should be available to
prepare and keep the records and reports
that the project wall properly expect.

3. Obligations during the projest
dev lopment: Fundsare essentizl o forward
the aitial work of the project and for the

() 1, 1 1. y 1.9, OnS

of the fac':;hy, mci,udmg duning the sl‘;ﬂmtf
months.

4. Travel: Funds should be available
for travel and lodging at meetings of the
Princizals’ Council; for visits of s:aff to other
schools in the Coalition or to other relevant
school sites; for scaff to attend summer
Coalizion-wide programs; and for special
meetings that may anise involving memlers
of governing boards or other participants in
the project.

1.8
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5. On-site Coalition meetings: While
Coahition partners will pay for thewr own
travel and lodging expenses, other costs
(suchas meals)of meetings heldat a particular
site should be carned by the host community.

6. Consultants: Each school should
have funds for consultants of its own choosing,
drawn from among experts beyond the
Coahtion partners. Each school should
consider estabhishing an appropriate rela-
tionship with a nesghboning college or
unwersity, gving it access to resources there.
Each school should arrange for and fund
whatever specific evaluation of its programis
expected by its governing authonty.

7. Materials: Funds should be available
for the purchase of books, cutnculum sets,
1eports and simular matenals as required by
the project.

8. R ion: If modest re
of space 1n the school building 1s needed to
accommadate the project, this should be
tunded.

12

OBLIGATIONS OF COALITION ST “FF

The gnncipal obligations ot the
Coahition staff are to provide intellectual
leadership ...d professional support for the
project The direction of each school rematns
unequivocallyinthe hands of localauthonties.
The Coalition partners are autonomous
colleagues 1n a federation of schools with
common gaals

The specific oblrgations of the Coalizzon’s

central staff fall into four areas:

On-site consultatior: Visits to Coalition
schools will be made by central staff at the
request of the principats involved and as the
staff deems necessary. These wvisits could
nvolve help with planning, observaiion (and
subsequent feedback), staff training and

e withfund, and pablic telations
(such as reporting on the project to state
regulatory authorities).

Off-site coordination: The central
obhigation of the Brown-based staff members
will be to ubscrve, analyze and wnte — to
encoura e a continuing discussion among all
partners n the project on its progress, its
successesand problems, This wnting will not
only be 1n conventional “newsletter” style, it
will also be 1n the form of field notes or
analyses of general 1ssues that bear on the
Coahtion’s wotk, Its key purpose 1s con-
structive provocation,
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Meetings of puncipals and centr i staff
are to be held periodically. Central staff will
arrange for an annual meeting of 2 pational
Advisory Commuttee (made up of expetienced
scholars of educational change and the
executive officers of NASSP and NAIS).

Central staff will organuze tramning
sessions for the staff of several or all of the
Coalitron schools. The focus of these sessions
will be on the trai: 2 of teacher-tzamers:
centralstaffwill focustherr effortsat prepanng
local teachers themselves to direct on-ute
workshops for therr collezgues.

Outreach: Central staff will arrange for
penodic publications — some internal to
CES, some for wider audiences — and for a
final report on the Coalition's work 1n the
formofa book of books. A general newsletter
— utled “Horzce” — will be periodically
prepared and sent to all interested parties
Staff stucdres will crrculate among the partner
schools.

Evaluation: Central staff wiil arrange
for a general evaluation of the Coalition’s
collective work under the supetvision of the
Advisory Commuttee.

Individuals and schools interested in the
Coalition should contact:

Theodore R. Sizer
Education Department
Brown University

Box 1938

Providence, R102¢12
401-863-3384

Thosewishingtoreviewthe background
inquity of A Study ot High Schools tn
addition to Horace's &Epmmue mayconsule
The Shoppig Mall High School (by Arthur
G. Powell, Eleanor Fazrar and David K.
Cohen) and The Last Lutle Cuadel (by

Robert L. Hampel). Al the Study’s volumes
are published by: R

Houghton Miffhn Company
2 Park Street
Boston, MA 02108
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Mr. GoopLinG. Thank you very much, Dr. Wilson. I'll turn it
back to you, Mr. Chairman.

Chairman Hawxkins. Thank you. I think we benefited greatly
from Dr. Wilson’s testimony. I think he’s thrown out a lot of chal-
lenges. I suppose it’s up to us to accept the challenges.

I'm just wondering if at the end of this symposium, Mr. Chair-
man, whether or not we will be able to actually implement some of
the very fine ideas that have been expressed. I certainly hope so.
We probably won’t do it this year, but perhaps during the recess
between now and spring, we'll have an opportunity to draft legisla-
tion of a bipartisan nature to advance a cause to which I think a
lot of individuals have contributed, a better understanding of the
problems and what we should be doing.

I think the committee is deeply indebted to Dr. Wilson and the
others who have been on the agenda of this symposium. I also look
forward to this afternoon, which I understand will close out this
symposium.

You and I didn’t need anything extra to cccupy our time, but I
think it's been very worthwhile. I think today and yesterday we
have n2ard from some of the very outstanding individuals. We are
deeply appreciative.

Mr. GoopLING. We are adjourned until 1:30.

[Luncheon recess.)]

Mr. GoopLinGg. We would like to begin the afternoon session of
the symposium. We would first call Dr. Raymond Melton, Director,
National Academy of School Executives, The American Association
of Scheol Administrators.

Dr. Melton, as you probably understand, we're in a listening
mood for the last couple of days. We don’t have questions; we're all
ears. We expect you to provide all the answers to correct all the ills
that are in public education at tlie present time.

That's not a small assignment, but I'm sure you can handle it.

STATEMENT OF RAYMOND MELTON, DIRECTOR, NATIONAL
ACADEMY OF SCHOOL EXECUTIVES, THE AMERICAN ASSOCIA-
TION OF SCHOOL ADMINISTRATORS, ARLINGTON, VIRGINIA

Mr. MELTON. As a former superintendent of schools, I think you
probably know that there is no single answer or no one has all of
the answers.

What I'd like to do is address my rema.%s based on experience
that I've had with the American Association of School Administra-
tors, as we've gone out into school districts and conducted what are
known as curriculum audits.

A curriculum audit is an independent management view of the
quality control in school systems. AASA began this service a couple
of years ago to provide school districis with an opportunity to take
a very close intense loo™~ at themselves by people who come from
the outside to see the degree to which they’re meeting their own
2xpectations, goals, objectives and that there’s a2 congruence be-
tween what they say they’re going to do and what they actually do.

We look at several different standards, as we call them, in a cur-
riculum audit. The first of those standards is a control standard.
Basically, what we're looking for is a degree to which a school dis-
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trict is in control of itself. Can it control its resoarces in terms of
tjmez) people and money in order to accomplish its goals and objec-
tives?

The thing that we’ve found in conducting these audits through-
out the ccuntry, in both large school districts, small school dis-
tricts, rural, urban, suburban, is that for the most part school dis-
tricts are lacking in the control area in terms of their policy devel-
opment, in terms of how well policy is implemented, carried out by
the administration, how thoughtful it is in terms of the scheol
boards and how much policy is distributed down through the super-
intendent, through other lined administrators to the ultimate line
administrator in a school district, the teacher.

We lock for things, as I said, like the policy. We look for curricu-
lum policy because it’s the curriculum policy which basically pro-
vides the framework that will ultimately depend on what students
learn. For the most part, school districts don’t have curriculum
policy. They may make mention of it, but rarely is there any type
of a framework that guides administrai on in terms of what they
are to do and to also provide school boards with entices as to how
well thef' are doing.

School board members canmnot speak fluently in terms of what
their mission is for curriculum instruction in a school district.
Some administrators can’t either. I believe that in my opinion in
doing these audits, that there is a definite lack there in terms of
what school boards and administrators and coramunities ¢ombined
to set out for themselves in terms of goals and objectives than how
they allocate their resources in order to accomplish that.

Basically, what we find is that school districts have a budget that
is a rollover budget. There are no priorities estabiished in that
budget. So it’s business as usual rather than any type of a pro-
grammatic allocation of resources that will lead to some type of
productivity over time.

In looking also at school districts through a curriculum audit, we
are also looking at the degree to which a school district provides
direction for students. In this particular instance, we would be
looking to see whether or not there are clear established goals and
objectives for kids.

Now this runs maybe counter to some of the current thought on
site-based management or decentralization or something like that.
Ultimately, it’s the responsibility of a school district to provide for
the common direction of learnirgs for kids and then to see that
through their powers vested in them by the states and their local
communities, to see that those goals and objectives are, in fact, ac-
gomtlf)llished and to hold administrators respousible and accountable
or that.

There is very little direction provided by school districts in terms
of goals and ;g,jectives for kids in a global sense. You might find it
in textbooks which basically is the curriculum in most school dis-
tricts, You find it written into some curriculum guides which are
rarely effective managerment tools.

Hrwever, what we would be looking for in any school district
that is productive and in any school district that has control of its
time, people and money would be a common set of goals and objec-
tives that wo'1ld provide an overall direction. It would be like a
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common set of goals and objectives for General Motors or the Ford
Motor Company, for IBM or any other major corporation.

That’s one of the things we look at. In most of the communities
that we go into, the school corporation is the largest corporation in
that area. It has the biggest budget. It hires more people. It has the
biggest publi: transportation system. It has more facilities and
more land than any other corporation in that community. There-
fore, it’s a very complex organization. It requires a sense of direc-
tion from the top which would allow it to meet its goals and objec-
tives.

We also looked at the degree to which the schools districts pro-
vide direction to teachers and to administrators in terms of cur-
riculum. Since it is called a curriculum audit, we are very con-
cerned about what is actually taught. Again, we’re looking at the
teacher as the ultimate line officer in a school systen.

We are wanting to see the degree to which school systems pro-
vide concrete direction fu. teachers to follow so that ultimately the
goals and objectives of the district are accomplished. For the most
parlts, what we call curriculum guides are very poor management
tools.

We would expect to find a curriculum guide that would provide
very specific notations for teachers on the amount of time to be
spent on suggestions for implementation in the classroom, for how
specific objectives are being assessed and by what instruments, how
other resources are to be brought into the instructional setting.

I know I am talking at a level of specificity here in terms of what
goes on in schools, but this is what we find when we actually go in
and take a very hard look at what school systems are doing. We
are not as interested, for the most part, in what the states are
doing, although they definitely have their role.

In many cases, it’s the state that’s providing the curriculum. In
many other cases, it’s the states of Texa< and California that are
providing the curriculum through textkook adoption. So they have
their roles as well. In our view of it in terms of actually being in
schools, in going through classrooms and buildings, talking with
administrators, board members, community members, students,
and others to determine what the curriculum management system
is and the amount of quality control, we base our views on the fact
that there is little actual direction that takes place in those school
systems.

We would also expect to see a level of consistency in school pro-
grams across districts. For example, we look at what we call articu-
lation, horizontal and vertical articulation of the curriculum so
that there’s equity in the curriculum for a child, regardless of what
school he or she may attend within a district.

We do find that there are equity differences in school districts
because of where a mom and dad may live or because of perhaps
their socio-economic status. So one of the things we report upon are
the equity differences in school systems and make recommenda-
tions on how they can correct that.

We also look at the rigor of the curriculum and the degree to
which the district is able to meet the expectations of the communi-
ty. We look, for example, if there are AP courses, advanced place-
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ment courses provided, which is one very clear indices of the rigor
of a curriculum.

We also look, of course, at standardized tests. However, standard-
ized tests, I think, have been overemphasized in this country to the
detriment of schools, primarily because standardized tests look at
achievement. They don’t look at learning.

schools right now who can read and write, add and subtract, but
they don’t know how to fill out a checkbook. They can’t read a
map. They can’t do common things normal to everyday life. So
they haven’t learned anything, although they have a lot of facts
available to them. That's what, basically, achievement measures,
facts. It’s not real learning.

I believe that the emphasis on standardized tests and our, per-
haps, overemphasis on the competitive nature of that wita other
countries and ourselves and school districts within states and
schools within school districts has worked the detriment of what
real teaching and learning is about.

We find that teaching has become a rote and mechanistic type of
a procass because teachers are so concerned about how well their
children are going to perform on a standardized test, which may or
may not even conform to the curriculum that they are supposed to
teach, that teaching loses a lot of its life, its liveliness, its vibrancy
and its creativity.

So you find a lot of teachers in these school districts with far too
much lecture, far too much in terms of ditto masters that kids are
to fill out or worksheets from workbooks as opposed to making cur-
riculum come alive.

I want to spend just a moment talking about curriculum, because
the proliferation of curriculum in the past 15 years has basically
deluded the ability of scheols to deliver something well. In many
cases, when we do a curriculum audit and we look at what teachers
are required to do, and we look at all {he courses and all of the
various subject area content that teachers are to deliver and the
amount of time required to deliver that content, we find that there
is more required to deliver the content than there are minutes uand
hours in the day or days in a year.

So we keep adding on curriculum to the teachers and to the ad-
ministrators. Yet we—I know of no Instance where curricalum has
been removed. I know of no cage where school board or state legis-
lature hes said we will no longer teach this because we think it's
more important to teach this.

Lengthening the school day or lengthening the number of days
in a year is probably not the answer to that. I think what is more
likely the answer is for schools to be able to focus on what it is
children need to learn in order to be productive citizens and then
to be able %o do that exceptionally well.

I believe that the dilution of the curriculum has meant that we
don’t do very many things very well anymore. There just isn’t time
in the day to allocate resources in order to do that.

We look at the kinds of feedback that a system uses. With a
standardized test and the other types of tests required by states
and those locally adopted hy school districts, school districts are ba-
sically data rich ancf information pcor. They have far more data
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than they know what to do with. Rarely do they know or have the
skills as to how to translate that data into information for decision-
making. So that’s one of the things we look at.

We look at skills of principals, for example, and their ability to
be able to disaggregate test data and then use it at the local level
with teachers to improve instruction. We look at the various fac-
tors and indices which make up a school district in terms of stu-
dents on free and reduced lunch, on socio and economic status, on
dropouts, on other types of things to see what is it that school dis-
trictﬁ really do with all this data and information that gets dropped
on them.

Basically, they do very little. Test results come in from a State
Department or from some other agency. The standardized scores
are ripped apart and sent out to a principal, and it’s up to the prin-
cipal as to what he or she does with those test results. So, again,
they're data rich and information poor.

We also look at productivity over time in these school districts.
We want to see because in any human enterprise, in any corpora-
tion, we want to see the extent to which there is some degree of
progress being made for the amount of money that’s being spent.
As costs go up, you would expect to see in an organization that’s
improving itself and making decisions to improve itself a path that
would lead to increased productivity.

As a matter of fact, productivity means you get greater outputs
for the same or less input from strictly a management point of
view. We also are locking at school buildings. I know one of the
things this committee is particularly interested in are school build-
ings.

My review of school buildings around the country during curricu-
lum audits, where we go in and look at everything from the boiler
room to the classrooms, PE facilities, restrooms, everything, is that,
for the most part, they are in pretty deplorable shape.

School districts have not had the money or allocated the money
for preventative maintenance plans. You have leaking roofs, You
have poor wiring. We all know of the asbestos problem, which is
n}(:t the fault of the schools probably at this point, but it’s still
there.

We have school systems who, for example, don’t allocate funds to
change the filters in air conditioners so the filters get clogged and
they burn out a motor. So they replace a $2,000 motor instead of a
$2 filter; that type of thing.

We find that t>achers and administrators are extremely creative
in how they can use buildings at times. They do exteptionally well
in making do with what they have. School districts have simply not
had the funds or allocated the funds, whichever way you want to
look at it, to keep up with the growing deterioration of the school
buildings themselves.

We are also confronted, I think, with a design of school buildings
nowadays which basically is~’t a whole lot different than the
Quincy-graded school in 1848. rrimarily, the school designs that we
see right now are the same traditional kinds of design that we
were all used probably when we went to school. They're a little
fancier. They may have carpeting and air cond* rning and better
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lighting and soundproofing and that type of thing, but, basically,
they are not designed for learning.

They’re designed for old-style, lecture-style teaching. There’s no
flexibility built into it. So teachers and administrators are forced to
make due with what taey have. The expedient thing to do is teach
like we’ve always taught.

We also find that school boards are somewhat reluctant to raise
taxes for school buildings unless it’s to build a new building. It’s
popular to do that. It’s not popular to close buildings. It’s also not
popular to try and retrofit buildings or to upgrade buildings to
make them adequate learning sites.

Another area that I'd like to comment on is Just teaching. In my
travels and in doing curriculum audits around the country, I've
had the chance to observe and talk with literally hundreds of
teachers who are actually in the classroom doing the work. It is my
opinion that teachers, for the most part, do an exemplary job with
what they have.

There are many school systems in the country who do not allo-
cate enough resources for teachers to actually do their jobs. I was
recently in a district where they raised more money at the school
level from selling candy and cokes and doing other fundraising

i of activities than they collected from local taxes. That was
the only way the principals could actually collect enough money to
buy paper, supplementary materials and other types of needed sup-
plies for teachers so that they could do their job.

So I believe the teachers actually do a very creative job. I think
administrators assist them the best they can. We have many ad-
ministrators who are not prepared to be instructional leaders. They
are very good at managing a building, even if it’s a deteriorating
building. Theﬁ' are very good at perhaps manipulating a budget and
keeping track of pencils and textbooks, but most administrators
have never heen trained to be instructional leaders. That is not
part of preparation programs.

It must be learned from other kinds of sources. Therefore, we
call upon principals to make instructional decisions, and we call
upon them to be instructional leaders and to do things they’re not
trained to do. That is not to condemn administrators as maybe as
much to condemn preparation programs, maybe even the American
Association of School Administrators itself, since we do represent
school administrators.

Rather to say that there’s a lot to be done out there. There are
no simple answers. There’s a definite answer. There’s a definite
role for the State Department of Education in the states. Part of
that role is quality control. Part of the role of the Federal Govern-
ment is quality control.

1t is not the purview, in my opinion, of the Federal Government
to mandate programs in schools or the state government, unless it
is something that comes directly from the legislature, and then it
should be fully funded. I think those kinds of decisions must come
very carefully. I think rather, and probably a more practical ap-
proach for state and Federal level s to look at the concept of qual-
ity control; how do we ensure that local school districts and state
departments, for example, are, in fact, carrying out the mandates
of the state and the goals and objectives of the local district.
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Of course, that’s also a role of local administrators as quality
control, to make sure that there’s congruence between what is
written, what’s taught and what’s tested and if there’s unity
among those three things.

The state government also, of course, has many other roles. The
one area, I think, where states could move would be in the area of
quality control. I absolutely applaud states such as Kentucky and
New Jersey who have had the courage to step out and say when
iocal control fails, the state must do something.

I think that in some of the districts that I've been in to audit, it
was absolutely mandatory that that occur, mandatory for boys and
girls, regardless of local politics, regardless of bad feelings that are
created between local people and state people or regardless of any-
thing else. For the education of the young people in those districts,
I think it’s been a good thing.

I would encourage—if I were talking to state legislators—state
legislators to seriously consider the same type of legislation waich
would put some teeth into a state department and truly give them
a quality control type of a function. Unless there is legislation, ob-
viously, it’s not going to happen.

Without something like that, there’s little motivation on the part
of local bcards and local administrators and local teachers and
local communities to move if they are, in fact, not doing the job. In
some cases, a few cases, fortunately, local control is not working. In
that case, the state must step in.

At the Federal level, obviously, the Federal Government has al-
ready established its role in terms of some programs in special edu-
cation and other areas. I believe, too, that the Federal Government
has a role in terms of quality control and in terms of identifying
exemplary practices and seeing that those exemplary practices are
made common practice.

I know that the government has fried to do that betore, and
those efforts have been somewhat lacking, to say the least, in
terms of the apility to do that. I'm not sure what the solution is,
but I think a role that is vitally needed. There are very good things
going on around the country.

There are exceptionally bright and talented teachers and admin-
istrators and school board members and community members who
are actively involved in their schools and doing very good things
for students. Those things can be identified. They can be taught.
They can be transferred to other school systems.

It's a responsibility of state and Federal Government, I believe,
and a role that’s part of quality control, to provide that kind of a
service and to obtain and create the methods and the means to
assure that tnat happens. Otherwise, too many are going to be just
left to muddle in what has been called the sea of mediocrity.

Also, I want to just comment, since I brought that up, that state-
ments like that, in calling administrators the blob and other
things, other type of finger-pointing activities by state and Federal
Government officials, does nothing to help the situation, to raise
the productivity of schools and to make kids learn more. Rather,
what it does is to belittle, to deemphasize and basically cut down
on the very thing we’re trying to achieve.
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. I would strongly encourage state government and Federal Gov-
: ernment officials to stop that type of a banter, because fingers can
be pointed all over the place. Excuses can be made for anything.
There are enough excises to go around. There’s enough blame to
go around. To continue pointing fingers at teachers or pointing fin-
ger'f,1 at administrators or pointing fingers at school boards does
nothing.

Basically, what I would like to see would be state and Federal
Government combining with local communities and local govern-
ments and local school boards in identifying what it is we need to
do in a local community to assure that we have an educated citi-
zenry and then to do it, to do the things that are necessary and
provide the resources in a collaborative kind of way rather than a
competitive kind of way, to assure that that happens.

Without that type of collaboration, all there’s going to be is frag-
mentation. As soon as you fragment the types of programs that
you're doing, you are also going to get fragmented results, Frag-
mented results will not lead us to where we want to go.

Thank you for your time, '

Mr. GoobLING. Thank you very much. I was very concerned
when I heard him say most administrators are not trained to be
ﬁducation leaders. I'd hoped that had changed, but apparently it

asn’t,

When he talked about quality, I have a jacket I wear around
home that says, “Quality or Stop.” I got that from my company
ihat has all of their employees wearing T-shirts and jackets that
say, “Quality or Stop.” I don’t know whether they get anything
produced or not, but that’s what it says.

Our next panelist this afternoon is Dr. Stephanie Robinson, Di-
rector, Education and Career Development, National Urban
League. Welcome to our symposium. Apparently, your mode of
transportation was better than the two before you.

Ms. RoBINsON. I was lucky.

Mr. GoobLing. We welcome you to our panel.

STATEMENT OF STECHANIE KOBINSON, DIRECTOR, EDUCATION
AND CAREER DEVELOPMENT, NATIONAL URBAN LEAGUE INC,,
NEW YORK, NEW YORK

Ms. RoBINSON. Good afternoon, Mr. Chairman and members of
the committee. Thank you very much for inviting the National
Urban League to participate in this symposium. Today I'm going to
talk about what I think is the missing link in the chain of educa-
tion reform, and that’s community and parent involvement, more
specifically community mobilization for education change.

have some prepared testimony that I have submitted to you,
but I am going to highlight some of that. Before I do, I want to talk
a little bit about the National Urban League and its 118 affiliates
so that ycu will know about us as an organization.

We have, as I said 113 affiliates in 37 states and the District of
Columbia. We are located in 89 of the 50 largest school districts in
the country. We serve 2% million African-American students and
families in our communities. That’s about % of the African-Ameri-
can students in the public school system.
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In 1986, the Urban League made education its national initiative
and a priority program area. Since that time, we have involved all
of our affiliates in community-based education support programs
designed to improve education of African-American students, the
outcomes for those students, by providing direct services such as
tutoring, mentoring, guidance and test-taking skills, early child-
hood services and parent involvement.

We've raised over $15 million to support these efforts from pri-
vate and corporate sources. We have moved to a level now that we
are looking at ways to mobilize large and broed coalitions of groups
on a local, state and national level to advocate for policies and pro-
gram changes that will benefit our constituency and, indeed, will
benefit the public school students of this country as a whole.

The missing link, as I said, in the chain of reform is of communi-
ty and parent involvement. It's like the weather; everybody talks
about it and it's been identified as a serious need, but nobody has
really looked at ways in which it can really affect change.

However, there are school systems and communities, which 'l
talk about, that have mobilized constituencies for educational
change. The need to establish an informed and involved constituen-
cy is there because institutions are not going to change. School sys-
tems are not going to change. The previous speaker talked about
the needs in public school systems.

What we have to do is not only work within the system to make
those changes but provide people in the community, parents, com-
munity groups, with the information they need so that they can
push for the changes externally and support educators in their ef-
forts to change.

Broad coalitions that advocate for the interest of all students are
absolutely essential. There are specific conditions that need to be
evidenced or in evidence where mobilization efforts can be success-
ful. It's no accident that the cities that are experienciig some
progress in educational reform are cities where there has been sig-
nificant community involvement.

Now, I'm going to talk about some specific cities, and they are
listed in your testimony. The characteristics of these cities where
successful, broad-based coalitions have been formed and where
thers has been movement are as follows. They have staff people.
They have people who are designated as persons whose job it is to
mobilize and inform community groups.

They have established specific goals for themselves as coalitions,
as entities. They know where they want to go in education reform.
They have fund-raising capsbilities. They have information dis-
semination capabilities. That’s critical.

We, in the Urban League, have a long history of forming coali-
tions and mobilizing communities. One of the things that we’re
finding in our efforts to mobilize cummunities for educational
change is that unless you have timely and relevant information,
unless you can—like the previous speaker talked about, data in
school systems needed to be turred into information so it can be
used—we also, on the outside, those of us mobilizing for education-
al change, need to have data converted to information so that we
can use it to inform the public so they in turn can use it to orga-
nize the change.
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I'll speak more specifically about that. Not only do you have to
have the data, but you have to have a way of getting 1t to people.
You have to have information dissemination or you have to have a
means of %tlatting to the press, into TV, into radio announcements
and so forth.

The leadership has to have negotiation skills because we’re talk-
ing about coalition building and mobilization activities. We're not

king confrontation. When you talk coalition building, the people
involved must know how to negotiate for change.

There must be a way of monitoring all of this outside of the orga-
nization. In other words, there must be a monitoring effort in-
volved in all of this. Now, as I indicated, the Urban League has es-
tablished education as a priority. Each of its 113 affiliates has been
involved in some education activities.

I want to highlight a few that have, I vhink, resulted in some
change in the way education is delivered in their communities and
to provide an example of what I've said. In Springfield, Ohio, the
local Urban League led an effort to change the way people were
elected to the school boards so that more African-American and
other minorities could participate in the school governance process.

The leadership in a class action suit was provided by the local
Urban League. The results have been that there has been more
representation of minorities on the school governance, on the
scheol board.

The interesting thing about this case study is that while the
Urban League was advocating for this change, they were also work-
ing collaboratively with the school board, with the children in the
school board, with the parents, providing services such as tutoring
services and guidance services,

Now this dual activity took no small amount of skill, negotiation
skill, and skill interacting with school boards because if you're
suing somebody and at the same time trying to work with them, it
takes a lot of skill to do that, They did it. I think it is an example
of what can be done on the advocacy level to chanie the school gov-
ernance and to change the invof\"ement in ~~hool governance.
That's one of the things that mobilizing communities for education.
al change seeks to do.

I think you’ve probably all heard about Miami and some of the
things that are happening in Dade County. Dade County has imple-
mented the school-based management plan in a specific feeder pat-
tern in that school district. They were able to implement that be-
cause of the involvement of the total community. The local Urban
League went to the school board, established a committee, worked
with the school superintendent, provided information to parents in
that district, provided training to parents.

So when the school superintendent decided on the school-based
management plan, he had a group of constituents outside of the
school system who knew what the purpose of the school-based man-
agement activities were, had been informed about the objectives—
remember we talked about how you had to have goals and objec-
tives—had been informed of the objectives. So we were ready to
support the efforts in the school-based management plan.

I think the move toward decentralization of schools and school-
based management is critical that we have the capacity to inform
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and mobilize parents on the local level so that they will know how
to be involved and they will know the issues that they need to be
advocating for.

Another example in another school district that has been cited as
moving toward education reform is the Pittsburgh school district.
Again, the local Urban League and other community grouﬂs were
very much involved in formin% coalitions, in bringing in the busi-
ness community, bringing in the higher education community and
not only working with the coalition but seeing to it that that infor-
mation got to the constituents, the local constituents, the local con-
sumers of education, that is the parents.

1 want to talk a little bit about Chicago and what we're doing in
Chicago. As you know, Chicago is experimenting with or is imple-
menting a major decentralization ¢ Tort in its schools. In order for
that to work, the parents and those involved in those local school
committees must be informed and must have the kind of knowl-
edge about school governance and curriculum and administrative
procedures and exemplary prc rams that they need in order to
make informed decisions.

How are they going to do that? One of the ways is that the local
Urban League has been 1rvolved in providing training for the local
school governance committees in Chicago; not enough. We don’t
have enough of the resources to do the job that we know could and
should be done, but it is a start. It has, I think, demonstrated what
cﬁn be done with coalitions and mobilization for educational
change.

Now 1 want to talk a little bit more specifically about what hap-
pened in Rochester. Everybody has talked about Rochester, the
City of Rochester as being on the forefront of educational change.
There were some things that happened in Rochester prior to the
superintendent announcing his major ref~rm efforts.

There was one event that kicked off the whole Rochester educa-
tion reform. 1 will share that with you. The local Urban League,
early on in that city, sought to honor the graduates of the city's
high schools with some scholarships. They went to the school
system and said, give us the names of the students who are eligible.

To their horror, they found an infinitesimally small number of
students who were eligible to receive the awards. That led them to
begin 0 look at why this was true. They *hen began to gather data
on the school system, data on school achievement, formed a group
called the Neighborhood Task Force.

That led to a series of events that I'd like to kind of inform you
of, First, there were five phases in the Rochester education and
reform. 1 call it the pre-reform commn ..ity mobilization activities.
The first phase was an information-gathering phase, as I said,
where the local Urban League and other community groups began
tohloolk at what exactly was the situation with the students in the
schools.

They involved in this process the school unions, the school ad-
ministrators, as well a; outside groups. That’s a very important
actor. They launched a series of speakouts, education speakouts in
the broad segment of the population involved in these speakouts.

It is important to note that these speakouts were organized such
that they would not dissolve into just complaint sessions. They
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were organized such that they came out with solutions as well as
identifications to problems. That was a very important phase of
that mobilization activity, the identification of the problem and in-
volving broad segments of the population teachers, students,
unions, teacher’s unions, church groups, all in these speakouts.

The speakouts were televised by the local televisior. I talked
about the media being involved. There was extensive press cover-

e. Phase four of the speakouts led to a series of town meetings in
different sections of the town. Also, in these town meetings, the
participants included parents, educators, clergy people, business
persons. Again, they were structured to be solution-oriented.

They began to talk about the fact that education in this commu-
nity was everybody’s problem. So everybody had to be involved in
the solution. So there was a groundswell of activity and a kind of a
marshalling call to action. Out of these town meetings, schocl
action committees were convened and an extensive report was
issued, a city-wide task force was formed, community roundtables
were held.

There was a business task force, an edu-action project which was
the business task forces effort to monitor the implementation of
business-related activities in the schools. There were foundations,
colleges, churches, human service agencies who joined in the initia-
tive. It all culminated in a call to action and recommendations for
educational change which are being implemenied now in some
form or another.

Now we've learned some things about this mobilization effort,
but I wanted you to get a sense of complexity of the involvement,
of the community in Rochester. It is one of the factors * @ really
believe that has led to Rochester’s being able to do some of the in-
novative kinds of things that they have done.

Now, there are some specific characteristics of all of these activi-
ties that have given them some assemblance of success. The com-
munity-based education organizations advocacy coalitions in these
cities all had access to pertinent information. They had the ability
to analyze their findings of this information and get it out to the
people that needed to be informed in a timely fashion.

They had regular cor munications and positive working relation-
ships with school and city officials. It didn’t mean that they didn’t
come to conflict at certain times over some issues, but their regular
communication and their negotiative posture made it possible to
work through the conflicts that arose and the conflicts that are
still arising, I might add.

They also had—all of these cities have multiple channels for ex
ternal communications and a constant way of feeding informatior.
into the process and getting it back to the people who need it to
make their positions known and to advocate for change.

Here I might say that this issue of information is one thing that
you can do, that the Federal Government can do to make informa-
tion more readily available to those of us, the CBOs, who are work-
ing in the area.

As you have already established the Education Research and In-
formation Clearinghouses, the ERIC centers, these ERIC centers
have a w-alth of information. It is information that we need, but it
is not available to us because of the way it is housed, the format
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that it is in, and because of the lack of resources that the centers
have to work with groups and to make the information available to

So there are ways that we could talk about that would make
these centers and their information much, much more relevant and
useful to those of us who are working in this field because informa-
tion is key to this process, information and timely use of it.

We've learned from Rochester that we have to mobilize all of the
stakeholders in this process and that the participation of parents
or parent surrogates are important. When I talk about parents, I'm
talking about community groups, such as ours, that act on behalf
i)'f sctludents whose parents may not be able to mobilize, to be mobi-

ized.

Another thing that we’ve learned is the necessity for constant
outside monitoring of this process. So that, I think, gives you an
example of how community mobilization, I think, works for educa-
tional change. We think, in the Urban League, that there will be
no significant education change unless there is the involvement
and the mobilization of communities in this process. As I said
before, I think this is the missing link.

Before I end, I want to talk a little bit about also the idea of
choice in all of this, of choice for improving education. As an educa-
tional practitioner, I worked in a school district that you may have
heard about, Montclair public schools, that has had a choice pro-
gram for some time. I was involved in the implementation of that
choice program.

I think choice alone, as a way of improving public education, is
ineffective. I know that the controlled choice programs and the
other recommendations can only work under certain conditions. If
choice is gning to be a factor or used to improve public education,
there are certain other conditions that have to go along with it.

There has to be, in the district, a plan for improving education
service delivery. There has to be a plan for improving curriculum.
There has to be a plan for improving the teaching, the way teach-
ers teach. There has to be a plan for improving buildings, if that’s
a factor, and there has to be a plan for and a commitment to in-
volving a total community in the process.

Choice plans, if they are going to work and if they are going to
be equitable, cost a lot of money. The cost is incurred because there
needs to be very specific administrative oversight in order to make
sure that all kids and parents get an opportunity to be involved in
choosing the schools and the kind of education - ‘ogram that is ap-
propriate for them.

You have to have this coramitment on the part of the local
board. It has to be a commitment on the part of the administration
to make those resources available to the school districts where
choice is a factor.

The Urban Leazue has been involved in each of the choice meet-
ings that have been held around the country. We will be, at the
end of those meetings, issuing what we feel is a statement concern-
ing the only conditions under which parental choice is acceptable
as a way of improving the educational service delivery in this coun-
try.
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Mr. Chairman, it's been my pleasure and a challenge to work
with the National Urban League to support the efforts of our local
affiliates at the state and local level to advocate for policy change
and changes that will benefit all of our students.

T think the public school experiment that we have in this coun-
try is like no other. The school district that I referred to had 8,000
students but 27 different languages, 27 different languages repre-
sented. We had te educate all of those students. It’s unlike any
other, I think, school system in the world that tries to do that.

We, I think, know what to do. We have the evidence of what
works in public education. The previous speaker talked about the
same thing. I would reiterate and support his contention or his
comment that the role of the Federai Government should be to
help identify those strategies that are successful in improving edu-
cation and not only identify but provide incentives for those strate-
gies to be replicated throughout the country.

In closing, as I said, I think that educators in the general popula-
tion, we know what to do. We know what improved schools—we
only need the will and the money to do it. I'll close by sharing with
you our National Urban League statement, and that is, “Working
together, we can make a difference.”

Thank you.

[The prepared statement of Stephanie Robinson follows:)
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Mr. Chairman and members of the committee. I am pleased to have the
opportunity to appear before vou todav to describe the progress of receat
initiatives undertaken by the National Urban League and others to build local

capacities for the advocacv of educational improvement.

The National Urban League and its affiliate local network have a longstandi 1
record of involvement with urban education. In 1985, the National Urban League
began a major initiative to significantly improve education {see APPENDIX A). As
a leading organization for the interests of urban life and particularlv in the hves
of the minority groups which populate the nation’s cities, the Urban League 1s in
a unique position to help foster educational improvement through community action

and public advocacy.

In recent vears, the public spotlizht has been cast dramatically on the
shortcomings of pubhic education with the most harsh focus frequently cast upon
urban schools, The list of serious problems confronting public education has
become a famihar and disparaging htany. dropouts. low student achievement, teen
pregnancv, dwinahng financial resources. deteriorating school buildings, shortages
of qualitv teachers, etc, The agenda for improving education 18 quite full for all'

education 1nstitutions and even more demanding for the nation’s urban communities,

Left unattended. these 1ssues hold dite consequences not onlv for the
futures of m1'ions of children. but also for the economic. social and political well
being of the nation as a whole. The business community, perhaps much more than
other entities, has become increasinglv aware of the vital hnk between a well-

educated citizenry and the countrv's stabilit+ and growth, Business leaders Jodge
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the frequent complaint that adequately educated and trained 2mplovees are In
short supply. Thev particularly are coming to view the health and security of

cities as directly correlated to their enterprises’ opportunities for success.

However. although the corporate world is slowly awakening to the acute
needs and pivotal importance of education. especially urban education. business
interests alone will not generate the level of support and movement needed to
propel education to the forefront of the nation’s attention. A wider coalition of
communitv interests focused directlv on education is crucial to effectivelv

addressing the current arrav of complex challenges.

. Yet, to a large extent, urban education is igolated from the forces that must

be mobilized if todav’s schools are to surmount their problems. As a recent Rand

Cor poration document, The Federal Role in Education: A Strategy for the 1990'8.l

.. states:

“Schools have too manv liabilities to be attractive to ambitious

' politicians. cost too much to be popular with business and taxpaver
groups. involve too low-status a group of professionals to attract the
attention of the academic community and provide gervices that are too
low quality to retain the middle class patronage. The result is that
central-city schools are isolated from the mainstream of civic, political
and economic life. Left to their own resources. they will become less
well-funded, more controversial, lower quality and more segregated by
race and income.”

N

Despite the presvailing wenlation of the nation’s urban schonls. there are
promising examples of how commumty interests can be marshalled on behalf of

schools. Another recent Rand Corporation studv. Educational Progress: Cities

‘Paul T. Hill. The Federal Role in Education: A Strategy for the 1990's. National
Center on Education and the Economv, 1989. p. 7.
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Mobilize to Improve Their Schools.z describes the consensus building approaches
undertaken in six cities which have resulted in both improved educational services
and a broader base of political support for schools.

For example, Atlanta schools, once racked by divisive racial problems, are
building a strong base of community support. White flight to the suburbs and a
lengthy desegregation fight, which included a court mandate to hire a black
superintendent, took its toll in terms of low morale amouy staff and low

expectations for students in the seventies.

As the new black superintendent, Alonzo Crim began the tough task of
rebuilding the system first by positioning himself as an advocate of all children,
black and white, and second by personally campaigning for communitv-based school
reform among the city’s power brokers. He tapped 2tlanta’s powerful corporate
and university base and called upon minority ieaders from churches and small
businesses to accomplish goals which were identified through community-wide

polling. Crim left the Atlanta schools in June, 1988.

Althouwh the schools still face serious probleme, his efforts snored up the
system's foundation and built commitment among school Soard members and

business and higher education leaders to pursue continued impros ement.

In Pittsbureh, leadership for system-wide improvement surfaced among the

citv's business and civic organizations, as well as the teachers’ union, 1n the early

‘arthur E. wise, Paul T. Hill and Lesly Shapiro, Educational Progress: Cities
Mobilize to Improve Their Schools, The Rand Corporation, January 1989, p. 46.
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1980's. Tension over desegregaticn, declining test scores. white flight, and teacher
strikes prompted open Board conflict. On becoming superintendent in 1982,
Richard Wallace garnered support for long-term priorities that emanated from a
comprehensive needs assessment and extensive public input. He then translated
these priorities to curriculum and staff development reforms and sought financial
support from corporate and community leaders through his membership in a

regional business and civic organization.

Cincinnati schools, struggling with many of the same problems as Atlanta and
Pittsburgh. have also realized district-wide progress as the result of strong
communitv-based involvement. Corporate ciants such as Proctor and Gamble and
Kroger are committing time, expertise, service, and resources to improve schools

and nfluence state aid legislation.

In addition. Memphis, Miami, and San Diego. the three other urban school
svstems included in the Rand study. have made significant strides toward district-
wide school improvement. In each of the six svstems. community mobilization,
support. and involvement have plaved a kev role in initiating and sustaining
progress. Ineach of these six cities, civic, corporate. and educational leaders have
rekindled a genuine interest in and enthusiasm for school reform. As a result. a
strong consensus on long-term educational priorities has ignited and continues to
be fuelee Lt widely and readily available informatior: abnut student pet formanes .

the communitv’s needs: and school resources.

Studies of community mobihzation cfforts reveal that successful crganizations

of this nature chare ses eral traits. Among these are:
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at least one full-time staff member

clear and specific goals

8 well-developed fund-raising capability
issue-research capabilities

information dissemination vehicles

negotiation skills

o © O ©o © o ©o

skill in monitoring and assessing government or local agency
programs

The siccess of these efforts also depends on an abihity to relate its local
concerrs to the “bigger picture” of national affairs. a characteristic which
sociologist Janice Perlman has labeled “i1ssu. Zrowth from neizhborhood to nation.”
Equally important to the productivity of community mobihzation attempts are
access to support networks that provide appropiiate traiming and techmical
assistance and coalition building with other such groups and supportive third

parties,

In Washington, D.C.. two oreanizations which have met with considerable
success in improving the Distiict of Columbia Public Schools mirror mans of these
traits. Parents United for the D.C. Public Schools and the washington Parent

Group Fund both have had a substantial impact on local public education.

Parents United’s mission has primarily been to increase the school system’s
budget and to channel these funds to the most glaring areas of need. Through
fact-finding and analvsis. the organization of parental pressure. and orchestration
of awareness campaigns, Parents United has contributed to results such as smaller
classes, a full day pre-kindercarten program, testing of mcoming teachers.
elimination of a residency requirement for teachers. increases in textbooks and

suppbes and facilities impros ements.,

The Parent Group Fund supports parents representing 50 schools to provide
enriched educational experiences and in securing basic repal: S. wervices and
resources from the school svstem. In its eicht-vear history. the Fund has drawn
major fiscal support for these schools arnd has equipped parents in its member

schools to take an assertive and proactive role in mproving thewr children’s
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educational environments.

In a recent self-assessment, these organizations identified some major
factors which have led to their accomplishments and are ecssential to their

continued effectiveness:

s

. .

o Access to pertinent school data and a sophisticated ability in
analyzing data and presenting findings to a variety of
audiences:

[ Regular communications and interactions with the orgamzation’s

supi.ort base as well as positive working relationships with
school gnd city officials: and

o Multiple channels for external communications: media releases
and “events;” op-ed articles and feature news items: a regular
radio segmen! testimonv at public meetings and hearings.

One of the more ambitious and far-reaching examples of community
mobilization on behalf of urban education has been the recent work conducted in

Rochester, New York under the leadership of the local Urban League.

In 1985, the Rochester Education Initiative was launched with two primary
objectives: “to inform the total community of the crisis of low academic
achievement within the public school svstem and to involve the total community tn

a get of strategies to correct this problem.”

The initial plan included five phases of activity. First, meetings involving
religious, neighborhood. fraternal. business, human service and fovernmental
organizations were held to gain wide support for the initiative. As a result 62
community interests endorsed the coals of the initiative.

Phase Il comprised thri¢ ecducation 'speakouts. | uents. educators sia
students were the focus of each of these meetings which helped carner additional
awareness and support for the total effort. The Urban League thei spons-red 2
conference with community leaders from a broad cross-section of interesis (Fhase
HI). The outcome of the conference was the development of an action plan to

“address the problem of the large and growing number of voung people who are
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failing in our city schools.”

In Phase IV, neighbarhood organizations and settlement houses were enhsted
to act as lead agencies in setting up a series of 12 Town teectings. An intensive
media campaign was mounted to advertise the meetings and video mighlhights of the
carlier speakouts were used to stimulate discussions. Al the town meetings,
initiative leaders proposed the formation of "school-based action” committees,
comprised of parents. educators, clergyv, business persons, students and community
residents. These committees were designed to seive as the means for adoressing
and resolving issues of student performance and educational accountability.

The School Action Committees were convened by the school principal and a
community volunteer and charged with the job of undertaking at least one project
which they felt would substantially improve student achievement. Fact sheets with
pertinent school data on attendance, discipline and academics were provided to

help the committees identifv specific areas in need of attention.

As a follow-up 1o the formation of the committees, the Urban League created
3 City-wide steering committee to meet periodically and serve as a forum for the
School Action Commttees to share information about their projects, to wdentify
resources nceded for the projects and to explore the project’s rephcation
possibilities, The Urban League also secured local foundation funding to hire a
staff coordinator to provide coutinuous technical and orgamzing support i» the

commitices.

In addition to the school-based committees, s number of other oversight,

advocacy and service programs were begun. These included:

A Citv-Wide Task Foree: This eroup representing all scements of the
community assued its Cell to \ction” report i March 1986, The report
included specific actions on behalf of education to be taken by
virtually every «roup., azency and organization in the citv of
Rochester.

A_Community Roundtable: This ¢roup was established to gerve as a
mechanism for monitoring the implementaiion of the "Call to Action”
recommendations and for communicacing and coordinating activities
initiated in response to the task force report.
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A Business Task Force: Through the Rochester Chamber of Comuerce
and the Industrial Management Council, this group of private sector
representatives was formed. This task force released its study of
business involvement in education es part of the “Call to Action”
report, urging the private sector to undertake partnerships with
schools, market the importance of education, offer job placement
asgistance, help train school personnel and provide management and
problem-golving support.

Edu/Action Project! As a result of the business task force efforts,
thig project was begun with a full-time director to wmonitor the
implementation of the business-related recommendations in the “Call to
Action™ report

Marketing Education Task Force: Top communications experts in
Rochester joined forces and ianitinted a major print and electronic
media campaign extolling the theme, "Rochester runs on brainpower -
- Better education is everybody's job.”

Center for Education Development: CED is a nonprofit organization

established to bring private resources to the schools. The center has
administered “mini-grant™ awards to schools for enrichment activities
and innovative programs.

Foundstions, colleges: churches, and human service agencies also joined 1n
the Rochester Educution Initiative. The school district enocted several of the “Call
to Action” recommendantions. Literally thousands of Rochester citizens joined in
this massive support effort for the publhic schools. The flow of resourcea tc the
schools was so &reat, the system haed difficulty absgorbing nll of the fiseca 3nd
human support.

These efforts drew national sttention and Rochester was often cited for its
potential as a model community for urban school reform. However. by thewr own
admissgion, the community and school leaders believe the clamor and praise may

have been somewhat premature.

Budget cuts in 1988-89 forced the school system to abandon 1ts dropout
prevention progroms, lose attendannce officers. cut aid for early inte:vention
kindergarten progroms as well ns funds fot school-based planning and parent

invslvement.
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Additionally, after ijts initial strong start. the Center for Educational
Development js unable to find the financial support to continue its mssion. The
Education Round Table has vet to assume the strong monitoring role for which 1t
was established. Compounding these problems is a deterioration 1n the relationship
between the teachers union and the school system. Although disheartening,
these instances of setbacks and tension have not laid the mtiative to rest. The
promise of change has not diminished; however, the initiative leaders have

experienced some lessons in the complexities and time required to institute

meaningful school improvements.

One such lesson has been the need for external monitoring systems to
carefully oversee the implementation of improvement measures and plans. Another
has been the recogniticn that without a strong parent education component,
purents are unlikelv to offer the full participation whi h 1s so critical to the

improvement efforts.

In a proposal to establish the Rochester Center for Citizen Involvement n
Education, an entity designed to provide both independent monitoring and technical
resources for parents, the Rochester Urban League described these hard-learned
lessons:

“Indeed, Rochester’s confidence in its own institutions’ capacity Jor

reform mav account for its neglecting the development of outside

monitoring syvstems. It has given little attention to building the
communityv-based institutions and structures that will assure that the

reforms will remain true to their goals... [Furthermore,] without a

strong parent education and support effort, low-income parents are
not likely to feel comfortable in school-governance forums.”

The Rochester Education Initiative offers stirring testimony to the
possibilities of community-based action and advocacy for school mprovement. The
effort also demonstrates the complenity of the school :eform prucess aad the kes

obstacles which often lie in the path of school improvement.

The successes and pitfalls to community mubilization movements ace borne
out in the Rochester experience as well as :n the other previously mentioned cities

which are mounting strong broad-based efforts to improve their schools. These

O
ER
e

.
< i




e
K *

ERIC

Aruitoxt provided by Eic:

cities have shown the promise and ez..v positive results which can come from
concerted advocacy and coalition-builaing strategies. They also provide indications
of the key cc  .nents needed for successful work in this area. Determined
leadership, clea: .ternal and exter nal communications, external monitoring of plans,
fac’-finding and analysis capabilities are repeatedly cited as among the most
critical factors for success.

We can summarize what we have learned from the experiences of these cities.
It seems clear that certain ingredients are essential for comprehensive urban

school reform. Among them:

[+ mobilization of all stakeholders -—- business, parents, educators =
- for the purpose of establishing a positive chmate for reform
and devising a recovery plan which key sectors support.

o padticipation of parents in the affairs of their schools and the
education of their children.

[ monitoring the implemtntation of reform to assure that it
penetrates the classroom and benefits kids.

Some aspects of educational reform are primarily the responsibility of
educators themselves. But the three key tasks enumerated above must be
performed by informed, sophicticated external entities which enjoy the support

and respect of all major community sectors.

Clearly, schools must be reestablished as an essential central concern of the
entire urban commumty and of the nation. Unfortunately, at present the requisite
leadership in articulating the needs of schools and mobilizing disparate -- and
often competing ~- commumty interests has not emerged or been clearly identified.
A recogmzed advocate and distinct “voice” on behulf of urban education is greatly

necdeo.

The need for advocacy and commumty mobilization on behalf of education
becomes even more apparent when the composition of the nation’s urban centers
1s considered. Urban school districts serve large numbers of poor, Afrcan
American and other minority students and their families -- the very groups which

often have the greatest educational needs and the least clout and means to address
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those needs. Who then can speak out forcefully for these citizens’ educational
concerns® Who can also serve as a catalyst for focusing diverse community
interests into action en behalf of better urban schools?
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APPENDIX 4
NATIONAL URBAN LEAGUE E:'UCATION INITIATIVE

In response to the current ariay of educational proulsme and the failures of
educational systems to provide quality educstion for a large segment of the
minority student population. in 1985, the Urban League leadership passed the
Resolution on Public Education (see Appendix B) which called upon each affiliate to
develop djrect service and advocacy programs which emphasized. community

mobilization, systemic change. academic assistance and student suppcrt services.

As of today. all 113 Urban League affilintes have launched Education
Initiative programs or support activilies for the improvement of academic
achievement in their local communities. The various programs nave directly served
more than 60,000 students. The affiliates have raised more than $15 million dollars
in support of these programs; an additional $3.5 million in scholarships for urban

students have been awarded under the initiative’s auspices.

The Naticnal Urban League has undertaken a2 number of additional activities
in support of the Initiative. A Superintendents Task Force was formed to assist
affiliates develop formal collaborations with school systems. The American

Association for the Adv t of Sci the world’s largest federation of

scientific and engineering societies supports the initiative by providing technical
assistance to affiliates in math and science program development. Additionally, the
Bducation Testing Service recently begzan a five-year program ¢ help affiliates
develop services to increase student access to post-secondary education. ’

The Work of Affiliates

Under the auspices of the Education imtiative, more than 300 programs to
increase the academic success of urban students have been launched. These
efforts range from after-school tutorials, career counseling. dvopout and drug
abuse prevention programs to the more comprchensive community-wide mobilization
undertaken in Rochester, New York.

Aruitoxt provided by Eic:
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Exemples of other affiliates’ advocacy and coalition-building work are:

o Pittsburgh, Pennsylvania: This city’s Initiative effort is multi-faceted,
including major programs involving local churches, the business
community and parents. The Parent Involvement Program was designed
to increase parental action with the schools; the Pittsburgh Urban
League developed a parent training model based on this program which
is now being disseminated to all League affiliates.

o New Orleans, Louisiana: This city’s Urban League has focused on
building wide community support for increased scheol funding and for
identifying needed educational reforms. In September 1988, the Urban
League of New Orleans convened a major conference of educators,
administrators, union officials, teachers and corporate representatives
to develop educational improvement recommendations. The resulting
"Diamondhead Report” outlined concrete and detailed recommendations
to be considered by the Louisiana state government.

o Norfolk, Virzinia: Another example of community mobilization is the
Norfolk Urban League’s Educational Task Force which is comprised of
55 key city leaders representing various segments of the population,
The task force has held numerous community "speak-outs,” set specific
goals based on their data gathering activities and launched a series of
action plans for improving Norfolk’s schools.

o Seattle, Wasaington: The advocacy activities of this affiliate are
directed toward addressing the over representation of African American
students in disciplinary actions, special education classez and low
acadenic courses. This Disproportionzality Task Force is a major effort
to increase demic achiev: t and promote equal opportunity in the
Seattle Public Schools.
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APPENDIX B

A RESOLUTION ON PUBLIC EDUCATION

Adopted in 1985 by the National Urban League Delegate Asgembly

WHEREAS more thar 60% of all black public school students in the country attend
school in 2 community served by an Urban League affiliate,

]

AND WHEREAS, the Urban League Movement has gathered to celebrate 75 vears of
service il is fitting that it pause to develop and support a movement-wide prozram
. that will involve es:ry Urban League affiliate in an all out effort to improve
oducational achievement among black public school students.

THEREFORE BE IT RESOLVED, that:

o An initiative be implemented in every Urban League city by September
1386;

o Said initiative will respect the diversity which exists among Urban
League affiliates;

o A Plan of Action be developed over the coming year which will focus on
public school students in grades pre K-12;

o Advocacy to improve the delivery of services from Public School
Systems to increase the achievement levels of all black students will
continue to be the lynch-pin of educational activities throughout the
Movement.

LET IT BE FURTHER RESOLVED THAT:

o In addition every Urban League will provide supplemental educational
services to a specifically targeted group of students;

o Such services be designed and implemented so that after a five-year
period there will te gignificant, measurable results;

o The National Urban League and each of its 113 affiliates pledge to use
Lheir human and fis i resources to this effore.

BY THIS ACTION, LET 1T BE KNOWN that this thrust reaffirms our recognition that
a basic strength of the Urban League Movement lies in its ability to mobilize people
to demonstrate concern for people.

FURTHERMORE, this is a call to 21l black people to assume far greater responsibility
for the educational destinies of black youth.

14
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Mr. GoopLiNG. Thank you very much, Dr. Robinson. Thank you
for being here early also.

Ms. RoBINSON. You're welcome.

Mr. GoobLiNG. Has Dr. Hoyt arrived? I see Mr. Shanker has ar-
rived. Do you need a moment to catch your breath or are you ready
to participate?

Mr. SHANKER. I'm ready.

Mr. GoopLING. Well, Mr. Chairman, I'd like you to know that I
said to both the Secretary of Education and the Secretary of Labor
that Mr. Shanker may be the leader educator in the country. Now,
before he tries to buy a cup of coffee with that, be sure you have 50
cents with you because it will take that, too.

We welcome you here. This is a symposium where you do all the
talking. We do all the listening. Hopefully, then, we will be moti-
vated to do more than listening and talking during the next year’s
session of Congress.

Do we have a vote? I guess we better recess. That will give him a
ch&n:: to]catch his breath. I'll give him the 50 cents for the coffee.

ess.

Mr. GoopLING. Now, if we can have quiet in the hearing room,
we are still involved in a symposium. We have two presenters. At
this time, we will hear from Mr. Shanker.

STATEMENT OF AL SHANKER, PRESIDENT, AMERICAN
FEDERATION OF TEACHERS, WASHINGTON, DC

Mr. SgaNker. Thank you very much for this opportunity to

share some thoughts with you on what’s right and wrong in terms
of what we're doing in education. I'd ljke to concentrate on several
major items.

First is the fact that basically we do not have in this country a
very intelligent system of tesfing measurement and assessment.
We do have one. The national assessment does tell us in terms of
very broad scope what we’re doing nationally.

know that we had new legislation which will now permit states
to buy in on that. That isn’t really enough. It seems to me that it’s
very important for us to know how individual school districts and
schools are doinz and indeed how individual students are doing.

Aside from the national assessment, the only thing that we have
in this country are standardized multiple choice tests. These multi-
ple choice tests do not tell us anything. For example, typically a
district reports that this year 61 percent of its students are above
average, but last year 59.5 percent of its students were above aver-
age.

We watch that number go up and down like a bunch of idiots.
What does it mean? What can our kids do if 62 percent of them are
above average? Can they write letters? Can they read a good news-
paper? Can they handlé an argument? It doesn’t tell us anything.

Aside from that, we have something in the schools called curricu-
lum alignment. Curriculum alignment is a fancy word for getting
rid of those things in the curriculum that aren’t on these tests.
Nobody asked the question whether the tests are any good or
whether what we're throwing out is more important than what
we're keeping.
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So we’re allowing the tests to narrow the curriculum. Since none
of these tests involve writing essays, they all involve looking at five
choices—a, b, ¢, or d—we develop classrooms where the teachers
are constantly getting kids to passively try to recognize something
instead of actively organizing their thoughts, developing an argu-
ment, trying to persuade.

In other words, if you were to think of what you want kids to end
up with in an education, none of those are represented in what one
{mds in multiple choice tests. Now I'm a very strong supporter of

esting.

I do not believe the American people should spend hundreds of
billions of dollars without finding out what we’re getting for our
money, both in terms of finding out what we're getting for our
: money and also figuring out whether we need to make some
i changes from time to time because we are doing things right or
how to find oul what is right or wrong.

I think that that is a key issue as long as we don’t have adequate

information out there. The results of the national assessment are
shocking. Only about 3 percent of our 17-year-olds who graduate
are able to write an essay or a letter, 3 percent.
: If you go to a two-step simple arithmetic problem, I guess not
. simple because it's two steps, but something like, “Mary Lou bor-
rowed $800 at 9 percent annual interest. How much will she have
to pay back at the end of one year,” I think it’s about 4 percent of
the graduating youngsters who are able to do that.

These results are quite devastating but they are kind of anony-
mous because they are national results. I think it would be very
useful and it would get us to understand how significant are the
changes that we need to make. So let me move to a second point.

There are two bright spots in education. One is that when you
look at these results, you find that there are almost no total illiter-
ates. Second is that there has been very substantial progress on the
part of minorities over the last 20 years.

Twenty years ago, there were fewer blacks and hispanics still in
school at age 17 than there are today. Twenty years ago, the typi-
cal black or hispanic youngster who was in school was eight years
behind his white colleagues. Today there are many more blacks
and hispanics. You would expect the scores to go down when you
had a lot of the previous dropouts now staying in school, but in ad-
dition to keeping more of these kids in school, they’re doing better.
They're only four years behind, which is a tremendous amount of
progress.

I, for one, while we can’t directly prove it, would say that pro-
. grams lik- Head Start and Chapter 1 have had a positive effect. If
§ we we~. not to limit them to a small proportion of the target popu-
latio . "we would make progress even more rapidly because there
aren . any other wonderful—

I mean, there's probably greater dru% use today. A family struc-
ture that's less put—when you try to look for other reasons why
this might have happened, it's hard to find other positive things
out there. So that's a second point.

A third point is that there is very, very substantial evidence that
the overwhelming majority of youngsters are not able to learn in
schools the way they are now organized. That is, most adults can’t
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sit still for five hours and listen to somebody talk and get very
much out of it. Most adults can’t do that; certainly kids can’t,

Now these schools were built at a time when we didn’t—that is,
this structure was developed at a time when we didn’t need very
many educated people. In 1940, only 20 percent of the kids in this
country graduated high school; 80 percent dropped out. I don’t
think we had a word called dropout because there was a different
world for them to drop into. If we got 20 percent to graduate high
school, we said, “Fine. That's enough.”

It used to be, when I was in elementary school in geography, we
learned that one of the great resources that a country had was a
large supply of inexpensive and unskilled labor, when we had the
dominance of a factory system.

So things have changed very rapidly. What we need are alterna-
tive ways of reaching youngsters. Now a lot of these youngsters
who don’t make it in school, the fact that you can’t sit still and
listen to somebody all day long and get much out of it, doesn’t
mean that you're stupid. There are a lot of people who later are
successful. A lot of people who are dropouts or who did not do very
well in school turn out to be very good at all sorts of things.

We need schools that allow kids to learn different ways. We were
not able to do that until very recently. In the sixties, when they
tried alternative ways, it placed such an tremendous burden on the
teacher to figure oui what to do in five different corners of the
room for five periods a day that most teachers could not create
good materials. Even the ones that did, burned out very quickly.

Todzy ve've got technology. We've got lots of videotapes that are
interesting. We've got computers. We've got audio tapes. We've got
simulation games. We've got all sorts of things. There really is no
excuse for a traditional classroom dominated by talk which does
not work for most youngsters.

Let me point out that even in European schools, this talking
system does not work for very large numbers of kids. If you want
to keep schools that are essentially kids sitting still and quiet and
teachers talking all day long, then you must have tracking. I'r.i not
in favor of tracking. I think it runs counter to what we want to do
in public education in America which is to put all kinds of people
who are going to live together later in life together in a classroom.

If you're going to talk to the kids, then you’ve got to separate out
those kids who are able to listen to big words and who are able to
follow you if you speak rapidly. Think of it this way; there are still
some one-room schoolhouses in this country. Now one thing a
teacher would never do in a one-room schoolhouse is stand in front
of the class and talk to them all day long because there’s not much
you can say to the first grader and the eighth grader and the fifth
grader that will get them to learn.

a one-room schoolhouse, the teacher might sit with a first
grade kid and say, “Mary, play with these blocks and see if you can
arrange the letters,” and then sit with a second grader and then
have the eighth grader help the sixth grader and the sixth
grader—have them help each other. If you have a classroom with a
wide achievement disparity, that’s what you would do.

Yet, in a typical class that we have in eighth grade, you might
really have a one room schoolhouse. That is, they are all eighth

o 309,




306

aders and they are all about the same age. You might have some-
ody who's functioning at the first grade level, second grade, third
grade, fourth, all the way up.

Now if you want to talk to these kids, you really have to sepa-
rate them out in terms of fast, siow, medium. If you're not going to
separate them cut—I would oppose separating them out as counter
to what the purpose of public education is in this country—then
you've got to get away from forcing the kids to learn at the same
rate and at the same time and the same way. You've got to take
individual differences into account.

Now that leads me to another item and that is that we do not, at
the present time, have a system in place or even a great many ex-
amples of different ways of doing it. One of our problems is that
we've all gone to the same kind of schools. We’s > all sat there. We
listened to the teacher talk. In a sense we feel that because we suc-
ceeded that way, why can’t the other kids succeed. If only they
would sit and listen, everything would be fine.

We need to encourage experimentation with new ways. The
secret to success in education is how to get students engaged and
involveq. Education doesn’t occur when peopie are passive. The
easiest thing to do is make believe you're listening. Kids can do
that. Audiences can do that.

Kids have to be engaged. Most of them are not engaged when all
we have is talk. Just as we’re moving over from the old fashioned
factory system to new ways or organizing people, even in facto-
ries—I mean, the new factories have teams of people. They rotate
jobs. It’s different than the long assembly line where the isolated
person is always doing exactly the same thing.

We need to encourage experimentation and have careful assess-
ments and evaluations of new structures. That will be very difficiilt
to do because none of us—we don’t have any models. We're reaily
asl::si?g people to invent a new kind of school, one which does not
exist.

We need to have encouragement for that. Now that’s where, I
think, the school choice issue comes in. I think that choice as a
method of trying to get schools to improve is not a very intelligent
way of doing it. There’s no evidence that if you had widespread
school choice, that the choice would be on the basis of what's better
educationally or would result in a net plus.

1 do think that if you encourage experimentation, you have to
allow choice because some parent may prefer one experiment
rather than another. It's unfair to force a parent to have a child be
part of a program that the parent doesn’t believe in.

I also believe very strongly that developing new models is very
painful. It's a lot easier to come in, sign in, pull out your notes
from last year, polish them up a little bit. You've done it before
and your comfortable with it. It is not easy to get people to do
things that are very substantially different.

I think that we need a system of incentives in our schools, not
the old individual merit pay. There’s nobody that really has that
now. I haven’t see anybody that has got any faith in it. I think that
what we need are some kind of incentives that vould reward an
entire school, the faculty of an entire school, not on an annual
basis because you can’t change an institution in one year.
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If you tell people that you'’re going to reward them for doing
things in one year, they’re going to do the same things they're
doing right now a little faster. If you want to encourage people to
experiment and to fundamentally change, they’re going to have to
make mistakes. They’re going to have to believe that they have
enough time to make one mistake and two and three and ultimate-
ly to find a better way of doing it and to recover.

So you need a good time frame. You'll need a good system of as-
sessment if you're going to base rewards on improvement and
achievements because whatever you measure is what you’re going
to get. If you've got the idiot standardized tests, everybody will
spend every minute practicing these tests instead of practicing
thinking and writing and things that are much more important.

I think that it is important to encourage everyone to participate
and to give that extra effort and to develop some sort of an entre-
preneurial spirit in terms of trying new things, to have some
stakes, the kinds of—we’re moving now, many schools, towards
school-based management and decision making; that’s all fine.

The decisions that one makes when nothing is at stake, those de-
cisions are quite different then when something is at stake. In
other words, if nothing is at stake, then I don’t want to offend my
coworkers, The chances are that the only thing I'm going to agree
to are those things that are matters of consensus.

On the other hand, if something is at stake, some sort of substan-
tial award at the end of a period of time, then I think we’re going
to take it much more seriously. We’ll probably be willing to take
more risks, although prudent risks because we don’t want to end
up with the whole thing in shambles.

Now I would say that a system that encourages some form of co-
operation within the school and competition among schools would
be healthy provided that every school has an opportunity to win. I
am not proposing a system in which the school with the best scores
at the end of the period time wins. If the school with the best
scores this year has the sarwe kind of achievement five years from
now, they haven’t moved that school at all. I'm talking about rec-
ognizing and rewarding schools that make substantial progress.

So you could have a school that’s rock bottom right now that
brings the kids from rock bottom substantially up, that school
would win; whereas, the school that started on top and remained
on top and didn’t move at all would not win. In other words, I'm
talking about rewarding added value and not rewarding just being
where you are right now.

I think that these are the key features of a program. You need
an intelligent system of assessment, one which helps you to—every
system of assessment intervenes in the system. There’s no such
thing as an independent thermometer. Whatever thermometer you
stick into the educational system is going to change the way the
system works.

Standardized tests get people to narrow the curriculum. They get
people not to get kids to write essays because there are no stand-
ardized essay examinations. They get them to be accustomed to
this passive type of learning, but you need a good system of assess-
ment.
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We need to fully fund those programs that have been targeted at
minorities and the disadvantaged because the evidence is pretty
good that they've worked. We've made some very good progress.
Let’s make more of it and let’s make it faster.

We need to encourage experimsntation and ways of engaging
children, different ways of organizing teachers outside of self-con-
tained classrooms, team work among teachers, team work among
kids, use of technology. use of volunteers, use of interns and resi-
dents, outstanding college students who are willing to give some
time.

We're going into a period of time now where we're going to
have—we’re approaching a tremendous labor shortage. There is ab-
solutely no way in the years ahead—there is absolutely no way for
us to fill 2.4 mullion classrooms with competent teachers.

We're not producing that many people coming out of college that
can read, write and count. If the schools got all of them, and if we
didn’t send any to medicine or nuclear physics or Congress or law
or dentistry or any other field, if we decided that all the people
who can read, write, and count go into teaching, we still wouldn’t
have enough.

Therefore, we need a different system because the self-containing
classroom will doom millions and millions of kids to be locked in a
room with a person who should not be in the room with them. We
need to move more toward a hospital type of model where there
are doctors and there are nurses and there are paramedics and
there are X-ray technicians and the: > are volunteers and there are
interns and residents.

We've got to make sure that every youngster has an opportunity
to have access to somebody who is really an outstanding teacher.
You're not going to get 2.4 million of them. We don’t have them. So
we’ve got to get ourselves out of the mindset that a school looks
like a building that’s got 122 rooms in it. You send those kids into
122 rooms and put a teacher in each one. As long as we have that
notion, we’re doomed. It’s not going to work.

It worked at one time when we were getting 20 percent of our
kids graduating high school and about 6 percent were going on to
get an education beyond that. We had enough people waiting in
line for teaching jobs in those days, and we were getting people
from the top 5 or 6 percent. It’s not true now. It’s not going to be
true in the future.

Just like in any business or industry, you can’t deny reality. If
you'’re in business today and you think you can run a company and
you're going to get the same number of engineers or mathemati-
cians or you're going to get the same number of machinists and
tool and dye makers five years from now as what you can get
today, you're wrong.

Those businesses are going to have to adjust. They're going to
have to figure out different ways of organizing theii normal busi-
ness. It scems to me that that’s something that ought to be on the
front burner. We are not going to be able to do business as usual.

The business as usual that we’ve been doing in the schools has
shown that our current school structure is a failure. You can get
more teachers to stand in front of the room and speak better,
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maybe, but that doesn’t help you with the majority of the kids who
can’t listen for that long a period of time.

We need a fundamental rethinking. Essentially, we need a
System which encourages intelligent experimentation, which does
honest evaluation which will allow us to keep the things that work
and dump the things that don’t work and to get people to really be
entrepreneurial and to put the kind of effort—and it's not just
effort. It's not just sweating time. It’s breaking a lot of traditional

rules and relationships and barriers. To get them to do that, you
need a system of incentives.
Thank you.

[The prepared statement of Al Shanker follows:)
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November 13, 1989

TO: U.S. House of Representatives
Committee on Edncation & Labor

FRON: American Yederation of Teachers, AFL-CIO

Attached are sevarsl speeches and statements of AFT President
Albert Shankar ontlining the union's program for school
improvament and a critiqne of tho problems of our existing
school systenm.

At a latar date, these materials ¥will de coadensed in a
statement for the official hearing racord.
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SAXING THE RIGHT QUESTIONS®
et T A
&t AFT's QUEST '

S

You are, in a way, the essiest audience for new and somewhat radical
ideas — and, in a way, the most difficult, You are people who take
1deas sericusly; most people in education don't. You're people who've
crested new 1deas; most of you have stuck your necks out - you've
risked and experimented. So it's easy to stand before this group and
come up with something new becsuse that's what you're doing all the
time. But you're also a difficult audience because you have tried very
hard and in many cases you've got a lot to show for it. Many of you are
from districts thet we have reed about — or will reed about socn. So
you're likely to feel that we don't have to talk about how to make
radical changes in schools -- that if other pecple elsewhere just do
what you're doing, a lot of very significant improvemsnts can be made
without any radical change.

And it's true that significant change i3 taking place. Five years
4go, very few people were talking about restructuring, and fewer were
doing it. Now, many more are and will be., But "restructuring” has also
become ons of those buzz words; to show you'rs with it, you have to say
you're restructuring vour school. For the mogt part, it's 1ip service;
probably 99 percant of the pecple who say they're restructuring their
schools are lying. For the most part, what's called restructuring is
nothing but the old status quo dressed up with a new word and maybe a
few difTerent procedures. A meeting like this about 12hool restruce
turing that attracts 4,000 pecple might seem like a sign that the whole
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system of public ecucation is about to change. We look like we're part
of a mass movement. We've come from all over the ccuntry and all kinds
of different places. But when you start counting the 16,000 school
districts in this country, and 100,000 schools, and you ask, "In how
many of those places is anything significant happening?" ycu see that
real change is practically nonexistent. The number of schools and
school districts that are restructuring is very small.

So the question that I want to address today is how can we turn the
scattered efforts to trarsform our schools into a2 mass movement? We
know restructuring can happen in school districts where they have a
weaderful union leader and @ wonderful superintendent who have been
workinrg cooperatively, as well as a supportive ccamunity. But hew can
we make it happen in places that don't have all these things going for
them? How can we get ordinary people — not the superhumsn types, the
herces, tut ordinary people ~— to do the right thing? That's a job that
almost any system has. It's not a question of finding exceptional
people. You can always find a few exceptions. You know -~ the pecple
they make movies about, the ones who work miracles. But watching a
miracle worker perform isn't much help unless the person can show us how
to do it. So the question I'll be dealing with is vhether there is a
way we can turn school restructuring into scwething that everyome can do
— and can carry on. Because continuity is also part of the problem.

Even in places where staady change is taking place, I wonder about
the future of some of the things we are doing. What will happen when
the superintendent leaves? What will happen when the school board
changes? What will happen when the union leader leaves? How deeply are
the changes rooted? kow mich are they institutionalized? And how much
are they the result of a fortunate set of circumstances that will be
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with us for a while and then will end up as a historical footnote about
this noble experiment that tock place towards the end of the 20th
century?

My own experience with trying to bring about change has been
something like one of those old preachers who used to go from town to
town. They'd get a lot of pecple at a meeting and talk about the wages
of sin and give them a picture of the lives of those who abandoned sin.
At the time, everybody in the audience would be enthusiastic and a
believer; they'd all be thinking they weren't going tc sin again. But
when the preacher comes back the next weck, he finds they've ail gone
back to their usual ways.

I know that all of you who have tried and who are trying —- and even

those of you who are very successful — know how hard it is to bring
about change. You know how meny people you've got to talk to and the
compromises you've got to make ~- and you know how mich it takes cut ~f
you. So I think the issue of how we can get large numbers of peocple to
do this is a key issue.

Now, before I go into the substance of how we make change scick,
I've got to discuss, to stress, scoething many of you have heard me talk

about before - the abysmal level of student achievement in cur

schools. I have to do it again and again becavse I have a feeling that
cne of the main ressons there isn't mich change in cur schools, the
reason that we -- unions, schooi boards, superintendents, teachers and
cthers . are not moving faster and moving more radically is that we
don't really know or want to kno or don't believe how bad things are.
We tell curselves that things are bad only in those places with at-risk
kids, 30 all right, let's do Scmething over there.- And if things can be
shiped up a little bit here, let's do it. But why change the entire
-3~
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system unless we have to? That's the way pecple are, they don't change

things unless they feel they must. So it's important that we know
intellectually — and that we have a gut feeling about -- how urgent and
how bad this problem is.

Locking at results for 17-year-clds cn the National Assessment of
Educational Progress (NAEP) should give us that sense of urgency.
Remegber, I'm talking about 17-year-cld kids who are about to graduate
frem high school. The dropouts have dropped cut, and we now have the
76-T5 percant who are still there. More than half of them are about to
g0 off to colleges and universitiss. So these are the successful kids.

The assesspents divide students into four cr five categories: In
the bottom category are the pecple you might call totally illiterate,
totally inrumerate. And the good news in American education is that we
have almost none of those; most pecple can read some words and they can
handle scoe muzbers. In the next two categories are pecple who have
mastered the basics. They can follow some simple written material,
answer scme specific questions about it and meke Scome generalizaticns,
tut nct much more. They can add and subtract and multiply and divide
whole mumbers. The good news here 1s that the majority of in-school
17-year-olds can perform ab this level, a level that corresponds to what
we used to think of as late elementary schcol o maybe Tth-grade work.

The fourth level is what the naticnal assessment usually calls
nadequate.® I wouldn't call it adequate — and I don't think you would
— but, after all, the naticaal assessment is funded by Congress, and if
they gave this level some scrt of a tad name, 3 lot of people would be
after them. Achieving at this level means writing a simple one- or
two-paragraph persuasive letter that deals with a single idea like
convineing scmeone to hire you. It doean't have to be perfect; it can
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have same spelling errors in it and some grammtical errors, Yet enly
20 percent of these 17-yea-0lds can write this kind of letter. In
math, being adequate oeans being able to compute with decimals, frac-
tions and percents — something you should knew Way tefore yocu enter
high School. Yet caly half of the graduating, "successful® 17-year-olds
can do this kind of math.

The top category is the e where yau can understand a piece of
technical writing or somethirg 1ike an editorial in the New York Times
or the Wall Street Jaurnal; vou can write a good latter of a page or two
talkcing about yourself and why yeu should be hired, or about scesthing
else; and you can solve a mlti-step vertal probdlem in mathematics —
nothing very complex, ncching required, really, except scme algebra and
arithaetic, tut you zan read the problea and carry cut the steps to
solve it. So. what percentage of kids reach the highest level in the
United Stabes? Only abcut 6 percent can do a math problem like the one

I described; 4 percent can do the writing sample; and 5 percent can read
a plece of writing comparable to an editorial in a gocd newspaper.
That’s it — &, 5 or 6 percent of those 17~year-olds who are still in
school. And the results are no better for sclence, history or
literature.

How does that compare with othar countries? I'= not going to deal
with Japan because that's a different soclety, a different culture.
Let's talk about cther democratic, industrial countries 1ike England,
France, Germany, Holland, Belgium and Sweden, that have cultures similar
to cur omn. They don’t have a national assessment like curs, btut they
all have either national or provineial examinations for entry into
ollege. These aro much harder exams than cur owm. Some of them
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take days. Tney involve essays, problems in math and science —- they
are hard. Every single kid who does well encugh on these exams to get
into college in those countries —- and some who don't go to college —
would be in the top category of the i'ational Assessment of Educatioral
Progress_, probably even higher.

How many is that? Well, in Great Britain, where they have the
smallest percentage, 15 to 17 percent of their students pass examina-
tions more difficult than the NAEP as ccapared with cur 4 to 6 percent
who attain the highest level in the NAEP test. In Germany it's about 27
percent. In cther words, these other countries produce at least four or
five times as many students at the highest achievement levels as we do.

Now, let's lod'c at only ome implication of these countries' perfor-
mance, the issue of teacher quality. Every teacher in Germany comes
fram a group of students who perform at the level of the top U percent
of American students. That would be like having all American teachers
- not scme, btut all -—- coming from our top 5 or 6 percent of students,
the ones who go into muclear physics, medical -esearch, to name tut two
fields.

Many Americans are very satisfied with their schools because they
see their children going on to college; 55 percent of cur high school
graduates do, shereas by Eurcpean standards, only about 4 to 6 percent
would go. But pecple compare their kids with the kids down the road and
the kids next-door, and they feel that their kids are doing a little
better than the neighbor's kids ~— and that's as far as they go. They
don't reslize that their kids are going to college only tecause the
colleges don't have any standards. They don't stop to think that if we
followed Eurcopean standards, few of their kids would see the inside of a
college. And they don't see that the overwhelming mejority of our
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students who go to college are getting their elementary 3chool, junior

high school and high school education in college. That is what we have
to internalize. That has to become part of our gut understanding about
the necessity for change.

Wnen European countries unite in 1992, they're going to form a
single economic bloc and we're going to face competition frem a United
Eurcpe in addition to what we now have from dJapan, Korea and Singapore.
We’re also going to have to deal more with Canadian competition. I want
all of us to think about what is about to happen to cur future as a
country if education systems in other countries produce as mny as 30
percent of students who can function at a level where maybe S percent of
our students can n_mction. We have to ask curselves how leng cur
f’ country will tolerate it — and how long we can survive. We need to

start with the understanding that what we have now can’t contimue. And
the longer it continues, the heavier the price we will have to pay.

It’s like borrowing: while you're spending the borrowed money, you
might feel pretty good. But when you start paying back, the more youtve
borrowed, the longer it takes to set it straight. And that's true here,
too. The signs that scmething is going to change are clear. And I hope
enough people in educaticn out there will see them because fear is a
great motivator. If you don't think so, just look at one of the
American Express television ads.

In recent years, the country has moved to deregulate various
indusiries. We saw airline deregulation and the deregulation of
telephone service, just to name two. And we heard too that people
should be allowed to innovate. But during this time we had a big bock
of regulations called reform thrown at us in almost every state. And

the ot 1sage was: P"Even though we think everybody else can do a better
-7-
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Job if the government doesn't tell them what to do, we'd better give
people in education very careful instructions or they'll get it all
wrong.”

But now we have many other signs that we'd be crazy to disregard.
Last year, the state legislature of Illinois passed a bill to reorganize
Chicago's schools. Similar proposals are being considered for other big
cities like Detroit and New York City. The Chicago reform sets up
boards of education for every school in the system -- boards with a
parent majority. These boards will have the right tc hire and fire
principals, who will be employed on three- or four-yeer performance
contracts. This means, of course, that boards will be able to tell
principals, if the principals want to keep their job, what the cur-
riculum should be, what books to use, which teachers should be spotted
for removal, and so forth. These boards with parent majorities are a
signal that our present school boards, administrators and professionals
are not trusted to run the schools.

And then there's the choice movement. And what is that saying?

It's legislatures saying to parents, "Look, we told the professicnals
and the school boards what to do, but they'll probably muck it up. So
the least we can do is give you the right to get out from under and go
elsewhere to rescus your kid. And maybe if you all leave, that'll shape
thea up." I don't think it will work that way, but that's the message
of this choice movement.

And then there's educational bankruptcy legislation permitting state
education departments to take over school boards and districts. That's
another sign. The movement for tuition tax credits is also gaining more
popularity -- though more at the state than the national level.
Wisconsin will have a major move for vouchers this year supported by the
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governor, which will include vouchers for nonpublic schools. Kansas
City has 2 new court case asking for vouchers for black kids to attend
private schools. And don't bet any money that the current Supreme Court
will take the same positions on the separation of church and state that
previcus Supreme Courts did.

Another alarming sign is coming from Margaret Thatcher's Great
Britain, where the parents in any state-run school can vote to remove
the school from the public system and operate it as a parent-run, pub-
licly funded private school. That reform tock place in England last
year, and I can tell you scme Republican governors expressed a favorable
view of this reform at the Republican Conferance of Governors in Denver
last year. By the way, once a school has "opted out," the board of
governors the parents elect has full control; no other legal or
contractual or other relationships are in force.

A recent, front-page article from the Wall Street Journal (June 27)

suggests that businesses discouraged by the lack of good results are
rethinking their aid to public schools. Some now seek broad change -
like year-round schools and contracting cut teaching. Business may even
run their own schools. A Chicago coalition of 50 companies has already
opened a private, tuition-free, inner-city school. The sponsors-have
pledged to show the same amount of money as the public schools do but
with much better results.

A number of months ago, a former vice-president of IBM, Jack
Bowsher, who had been in charge of IBM's internal education prog.-ams,
spake to the AFT Executive Council and gave us a picture of how business
would view what's needed in education. He told us that if the folks at
IBM had a factory that was producing computers, and if 30 percert of the
computers fell off the assembly line while they wera being marufactured
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and 95 percent of the computers that were produced didn't work most of
the time, the last thing in the world IEM would do would be to run the
assembly line another month a year or another hour a day. Their move
would be to rethink the whole process.

And that's what we need to do, Otherwise, we'll end up like the
frogs in an experiment I heerd about recently. If you put a frog in a
pot of cool water, the frog will enjoy it. If you start raising the
temperature, the frog will say, "Gee, it feels nice and warm here." And
if you just keep heating up the water slowly, until it reaches the
boiling point, the frog wi)l never jump out. It will be boiled to
death, without realizing there's any danger because the frog will have
slowly adjusted to the changes in temperature until it's too late. And
that's the spot that we in American public education seem to be in.

None of these threats to public education is happening very
quickly. But the heat is being raised in Chicago and it's being raised
in Chelsea, Mass., where a school bcard has decided to turn over a
public school system to a private institution, Bositon University, for a
pericd of ten years. What is the message of John Silber, Boston
University's president? He says school boards are corrupt and incom-
petent and that the union and the school manugement don't care. Silber
says the way to run schools is to give them over to a tough guy like
him, who wm't bother with cpen meetings or be subject to conflict of
interest laws cr comply with public interest rules. He's going to show
everybody that if you hand over a school district to somebody who has
dictatorial powers, that person can really get results for you.
Silber's interest is not Chelsea -~ he first tried to take over Boston
and other school systems - he's really interested in showing us that
the way ve run cur schools is fundamentally wrong. Just get rid of the
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school board and the public interest laws, push the unions out of the

way and put somebody in there who can get the same powers as somebody

who owns a business, He'll shape up everybody. Well, we're either -
going to jump while we feel the water getting warm or we are going to

become frog soup.

So, let's talk about bringing about change. Teachers and acmini-
strators, school board members and state superintendents -- everybody
resists change. But schools are no more resistant to change than any
other institution in our society. People don't change unless they have
to. And they usually make the smallest change that will keep them
comfortable. You can understand that. If I'm a teacher, I have a
certain set of books, a certain set of lessons, a certain set of tests
and all sorts of projects that I de with my kids -~ things I've
developed over a period of time. Then, scmebody comes along with a
totally new method. I inow what I'm doing now, but I don't know if I'm
going to be able to adjust to the new system, and I don't know how long
it will take for me to be as good at the new one as I am at the one I've
developed over the years. I also don't know if all that work that I'l1
have to put in will be worth the difference. I don't even know whether
this new thing has been researched by anybody or whether it's just the
product of the latest superintendent trying to get his name in the
newspapers for being innovative. So by nature and experience, there is
an awful lot of resistance to change. The question is what can we do to
bring about substantial improvement.

The history of collective bargaining gives us a hint. We had
collective bargaining in a number of places before there were any
collective bargaining laws. And we probably could have gone on like
that forever: Wherever we had a strong union and strong union
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leadership and management that was willing either to agree to collective
bargaining or could be pushed into it, we'd have had collective
bargaining in these places. But 'hoa mich collective bargaining would
there now be if we'd done it that way and hadn't pursued collective
bargaining systematically? Much less. We got collective bargaining
because we created a system, a system through law, which changed
everything. It spread collective bargaining to places where it
otherwise would not have taken root, and now teackers in half the states
in the country enjoy collective bargaining.

The question is what kind of system can we create now to
inatitutionalize school restructuring? Because we can't wait for change
to happen place by place, we need to create a system that will make mass
change happen.

I think the answer is to adapt some of the principles that inform
our economy to our schools.

For many years, throughout the world, two philosophies about how to
make pecple work effectively have competed with each other. One of
those philosophies, the free merket or capitalism, is what we have in
this country. The others are the commnd economies - We know this
system as commnism., Command economies are planned from above. An
economist from such a System might compare his system and ours in terms
like theses "If you control things frcm above, you don't have a lot of
waste. Ii a market system, ycu'll have eight different cutfits making
compating autamobiles. Some of them won't be any good. There's a lot
of waste — wasted effort and wasted materials. A free market system
can't work. In a command economy, everything is planned, directed and
coordinated by the government, and certain people do certain things.
This el‘minates waste. Everybody is paid pretty much the same, and this
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eliminates the injustices you get from sce people earning a lot and
others earning less.m

The debate over the merit of the two systems went on in many
countries, including our own. But we live in a fascinating time in
world history, when it seems that this debate is turning into a chorus
of approval for the market approach. The leaders of the communist
countries who said you don't need economic incentives to get people to
work —- they're all standing up saying, "We were wrong. Our coumand
systems don't work. They don't produce anything." Because no matter
how much you plan from the top, no matter how meny acccuntability
systems you create, no matter how many inspectors you put in, no matter
how many little a»{ard programs you set up to recognize cutstanding
workers — no matter how many pecple you send off to the gulag as
punishment for not working hard encugh —- the system doesn't work.

Sussia will produce less wheat this year than it dicd in the last

year of the czar. And I'm not asking for a restoration of the czar —
my parents came this way. But it doesn‘t work. #nd they are now all
calling for perestroika —- for restructuring. Look at the farmers in
China who couldn't feed themselves, But ten years ago, when the party
bosses sald to the farmers, "All right, you keep what you grow; you keep
the wheat, the rice and the tomatoes and Just pay a tax on it," all of a
sudden a system that didn't produce anything produced enough to feed all
of China and parts of the rest of the vworld, as well.

A market system has 2 lot of problems, but in the long run it gets
pecple to be innovative, it gets people to be entrepreneurial, it gets
people to be creative. I'm not saying the only thing people ever think
about in life i3 money; there are other important incentives. But I am
saylng that no system really works where money isn't one of the major
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incentives.

What does that have to do with encouraging school restructuring?
With how we can change cur system so wo produce results that are
aubstantially better than the cnes we are getting today? If you
believe, as I do, that our schools operate 1ike a command econoxmy and
show all of the defects and limits of command econcaies, then the
rejection of command economies by all these countriac has mich to tell
us about changing our schools.

And so I have a few ideas about putting some of the market forces
I've been talking about to work in our schools and using incentives for
students and teachers. They are not perfected ideas. In fact, I'd call
them educated guesses, but I'm very coomitted to them, When they're
criticized, modified to some extent and tried out, I believe they'll
work., And if you don't like the incentive system I'm proposing, then
come up with a substitute. But remember, we do not have a choice of '
keeping what we have right now. The choice is John Silber, tuition tax
credits, parent board~. radical privatization on the one hand, or
something else that we'll have to come up with on the other., And it
should be a powarful encugh model ‘o sell, perhaps to the president of
the United States, perhaps to Congress, and if not there, to governors
or to local communities and to tusinesses.

First: student incentives. Many reports and the experiences of a
couple of aillion teachers tell us that Tost students do not work very
hard. The excoption 1s the 5 or 6 percent going on to elite colleges,
Students are bored; they're disengaged; their biggest question is, "Do I
have to do this in order to pasa?® Why i{s that? Are they mcre stupid
than students used to be or more stupid then Europsan or Japaness
students? Are they lazier? I don't think so. And most of them do
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not lack parents and teachers who tell them, "Work hard, study, and that
will mean something to you later on in life. Look what you'll be able
to do. Look Whdt your uncle did or your cousin or that person we saw on
television.”

But you know scmething, kids are just like adults; they do exactly
what they have to do in order to get what they want — get a job or go
to college. And they're amart. Kids know taey don’t have to do
anything to get into college except graduate from high school. Cnce
upon 2 time, when coileges required foreign languages for admission,
kids took foreign languages. When they required a certain level of
proficiency in mathemetics, kids attained that proficiency. Now that
most colleges don't require much at all besides woney, kids are not
becoming proficient.

Kids who are going iato the work force right after high school knuw
the same thing. John H. Bishop ["Why the Apathy in American High
Schools," Educational Researcher, Jan.-Feb. 1989] pointed out that the

diploma mtters to them, but nothing else does. They imow that the only
thing an employer will asik is, "Did you graduate from high school?" mut
it makes no differance to the amployer whether that kid attended school
regularly or not. That employer never asks the school how hard the kid
woriked or whether the kid todk three years of mathematics and a year of
physics and a year of chemistry cr a whole bunch of soft courses. And
the kids know that. They lmow as soon as they go out to gat a part-time
Job at McDonald's. McDonald's doesn't ask them about their attendance
record or how well they're doing. McDonald's doesn't ask them for a
letter of reference from their teachers. McDonald's Just. says, "Come on
in and work." And the kid who 1s a straight-A student gets exactly the
3ape salary as the kid who is flunking all his courses.
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We'tre teach.nig our kids that school doesn’t count. And when they

leave School to get a permanent job, they have.-ep;.ély the sade
experience. Employers do not ask for high school transcripts; they do
not first give jobs to those students who worked hard and did well in
school. And if you were an A- student and you're hired the same day as
somebody who did almost nothing in school, you'll both get the same kind

of job and the same kind of salary. So studsnts learn there is no

. connection between being good in school and getting a good job and good

pay. And just in case scme kid doesn't get it, his friends will tell
him, "Hey, why are you doing your homework? Are you a nerd? You don't
It doesn't count for anything.*

There's another hiring pattern in this country that intensifies the

hava to do that.

preblem. Jamss Rosenheum, a sociologlst at Mortiwestern University,
points cut in a paper for the Department of Labor ["Empowering Schools
and Teachers: A New Link to Jobs for the Non-College Bound"] that many
companies that offer the best jobs don’t hire high school graduates
until they're 24 cr so. They want kids to sow their wild cats with
other employors. This, too, serves as a disincentive to high school
kids becsuse it forces those who have done well in school to compete for
the same poor jobs as kids who've don2 poorly. And these businesaes, if
they would hire people right cut of school on the basis of excellence in
school, would get themselves some very good employees and provide an
important incentive to students in school.

I go to a lot of business meetings, and people in the business
commnity often ask oe what they can do to help schools. The answer is
they can do what businesses in many other industrialized dcmocraciaes
do. In England, in Frence and Germany and Holland and Belgium, if you
did well in school, you're the first to get the apprenticeship or the
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Job. And if you did well in school, you'll be started at a higher
salary than a mediccre student, not at the same salary. Every mother
and father, every teacher, should be able to tell students that working
hard and achieving will get them a better job and get them a job sooner.

Our business community needs to do the same thing. They need to go
beycnd adopt-a-school programs into a fiim and leng-term partnership
with high schools. And the American Federation of Teachers intends tc
encaurage businesses to do so. We intend to meet with the Naticnal
Alllance of Business, with the Business-Higher Education Forum, with the
Chanmber of Corwserce, with the Committee for Econcmic Development, with
the Business Roundtable and with the unions. And we'll tell them,
"Look, you're complaining about the kids you're getting — about the
fact that they don't know any math, that they can't read, that they have
poor work habits. Well, you can help. You can sign an agreement with
aur schools to hire pecple cn the basis of how well they did in school,
taking into account the rocommendations from the teechers that those
students had. Ycu can help restore the authority of teachers in this
country by allowing teachers to call you and tell you about cutstanding
students and their job qualificaticns.

"ind you can be public about it. Put ocut pusters. Put it on your
stationery, just as yau would say you're equal opportunity employers.®
Wny not say you're an "excellent-student employar?”

The sctools® role in the system will be to provide employers with
information that is accurate and timely, transcripts, for sxample. BRut
how meny high schools cculd get a transcript to an employer within one
or tw days? Three weeks is prctebly more like it, but an employer
isn't going to wait three weeits to hire samebody. And when the employer
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£inally gets the transcript, can he understand it? Schools will have to

get as reliadle about providing transcripts for employers as they are
about providing them for colleges. They will have to rethink their
transceripts so they provide information employers need and il an easily
understocd form. And they will have to learn to provide them within a
very short period of time.

Schools will also need guidance ccurnselors who would be in charge of
1inking students with egpioyers. And tt make sure they understand the
world of work, these counselors should be selected with the help of the
tusiness comminity. Thatt!s what was done in a few schools working with
the Boston Compact, and it should be done all over.

The result will be a system where every student who is not bound for
college kncws that his effort, his habits of work and his actual
accomplishments in school will meen the difference between baing the
first or last to get a job and between getting a job that's low-level or
one that's more interesting, that pays more — and that leeds to
scmething. Such a system would have a tremendous impact, and we will
explore with the business community both voluntary and governzental ways
to establish it.

1 shauld point out that this system will be especially important for
minority students. As we all know, there is still a lot of discrimi-
nation cut there. Many mincrity students have felt that, even if they
did well in school, they would be the last to be hired. And that
feeling has turned them off ficm making much of an effort. All this is
abaut to change. We are entering a period when we will have a
treoendous labor shertage, cne so sevars that enmployers will not be able
to turn down applicants just because they don't like the coler of their
skin or their ethnic backgrcund. If these applics its are qualified,
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they will get pramted, have opportunities. if not, they wiil languish
in dead-end jobs. We need to get the messzge to minority ycungsters
that the world is changing and that, 1T taey have the skills to £i1l the
Jobs, they will get them. The system I've been suggesting here will
help convince minority students about the importance of doing well in
high school.

Now I'd like to talk briefly about the colleges and their relation-
ship to this. I think that no one should enter college who is incapable
of doing college-level work. That happens all the time now, and because
kids know they can get into college no matter how poorly they do, they
don’t do omuch. Every mother and father and teecher in Japan, Great
Britain, France, Germany, Holland can say things to students that we
can’t honestly say: "If you doa't leern this, and if ycu don't do this
very, very well, you will not be able to go to college.” I think we
ought to be able to say that, tco.

I certainly am not calling for going back to a time when 5 or 10
percent of high school graduates went to college. That isn't the
point. We want to make college open to everycne. Right now,
unfortunately, it's open to everyone who can afford it. The main thing
that keeps pecple aut of college today is that they don't have the money
to go. We should get rid of a system that keeps kids who are not able
to affard it cut of college. Any kid who is able to profit from college
aught to be able to go whether he can afford it or not. But college is
not the place to get your elementary or high-school education.

Now, T den't want to abandon the kids who do not go on to college.
They should have a lifetime sum of money where they can contimie their
education and continue to develop their skills. It should be pessible
for them to qualify later to enter college. But the possibility of
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goirg to college® is an extremely important incentive for youngsters, and
it doesn't work very much anymore. Except for these whe go to elite
institutions, most kids now know that the standards they have to meet to
get 1nto college are not very high and they meet those minimal
stand"mrds, ang that's it. Students need to know that they have to do
more than that to get into college. And then they'll do it. Colleges
shouldn't be allowed to admit students unless they have met certain
standards.

Ancther advantage cur competitor countries have is that their
national or provincial education systems give them a defined curricuium.
Teachers knoW what needs to be taught and what's tested; their students
know what's expected of them. But we as a nation haven't sat down to
figure cut what students shauld know and be 2ble to do. We have a
fragoeented system in which 50 states and 16,000 separate school boards
separately determine how mich and what kind of math and science a person
gets and what the curriculum and textbooks are. To the extent we have a
natimal curriculum and standards, they are what the private textbook
and testing ccmpanies set. And because they're in the business of
pleasing their custcmers and their customers have a hodge-podge of
Iaterests and demands, our standards are very, very low.

Our teechers are therefare given huge course syllabusas, which
contain much more than a class can possibly cover. Teachers who try to
follow them faithfully find they're simply stuffing facts into students'
heads. That?’s no good, so teachers must select. But select what? What
are the main idess that are assential) to cover? What should students
know and be able to do? There probebly isn't a teecher araund who gets
that kind of guidence, even though teschers®' werk in the classroam is
nod being minutely regulated and presciitad by others. If we have no
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rational goals, then we have no central ideas about what every student
needs to know, and teachers have no basis for selecting which topics
they mst cover and which cnes are optional. Teachers should be free to
exercise judgment about methods, but we need to agree about a commcn
core of knowledge.

Another major difference between us and these other countries is
that we use miltiple-choice tests to assess proficiency and they use
lots of essays and problems. Students being prepared to answer essay
questions get a very different kind of education, a better education.

We had these same kinds cf problems with standards for teachers and
teacher testing. To solve it, the National Board for Professional
Teaching Standards was established, which is putting together the
teaching knowledge base and developing standards for what proficient
teachers should know and be able to do. Why can't we do the same for
students? Why not estadlish a boerd %o set standards for what students
should know and be able to demoustrate in various fields — English,
math, science, social studies, art, music, and so forth — and create
new assessments to test how well students meet these standards? Then,
students who sat for these naticnal exams -- they would be voluntary, of
course, and students could take as many o as few of them as they wished
= could say, "I am a nationally board-certified student who has
achieved in the follewing fields.” I think millions wouid want that
kind of national recognition, especially if it were valued by employers
and colleges,

The tests would be voluntary, but they would have a tremendous
impact on what schools would teach. The reputation of schools and
districts would ke on the 1ine. Schools work hard to get their students
to do well on tests when they know students® scores will be coupared
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with the scores of their peers 1r'1- other schools -- look at the way
schools struggle to raise student grades on those idiotic standardized
tests that are out there now. But this student assessment would include
essay questions and not just mltiple~choice. It would involve oral
presentations, portfolios and demonstrations. Schools teaching to those
kinds of tests would be very different from the ones we no# have.

National goals for students and intelligent exams testing those
goals could bring about significant improvement in student achievement
by glving students scme well-defined incentives. We can say to them,
"What you do in school counts. If you don't meet certain standards,
you're not going to go to college. If you do meet those standards, you
will, regardless of mcney. So work hard and we'll heip you." We can
say the same thing to those who are not going to college: "The courses
you take, the grades you get, yo.r work habits, your relationships with
your teachers and your fellow students —- zll of these things also will
dctermine what kind of job and salary you get when you graduate froe
high school.”

How, let's gat to the tougher question of incentives for teachers,
and, indeed, incentives within thes entire educational System. Pecple
have been playing around with this idea for a long time, and their
theory was right; it's just that the way they wanted to execute it was
wreng. Look at the idea behind merit pay, for example. Scme people, of
course, wanted merit pay so they could reward their friends and punish
their enemies. But a lot of people said, "Look, you need incentives in
the system. Unless you have financial incentives, most people will not
be as motivated as they could be."™ That general proposition is correct
even though the way they tried to create incentives was wrong.

Pecple who are talking about choice plans today are doing the saze
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thing: They are trying to create incentives. They're saying, "Hey, if
a glven school 13 really lausy, and if all the kids' parents pull the
kids out, that's going to create a problem for the faculty there.
Maybe the faculty will try to promote greater changes if they're abaut
to lose all their customers." There's nothing wrong with that
reasoning.

There are problems with choice. For instance, will parents move
their kids mainly on educational or on other gromds? But there's
nothing wrong with the basic notion that incentives and disincentives
change pecple. We can reject traditional merit pay and some specific
cholce propesals because they're totally flawed and at the same time
recognize the validity of incentives. It's easy Just to say no or point
cut problems with an idea, but we need to propose some better 'way of
providing the incentives and disincentives that these schemes offer.

For example, when Boston University made its Chelsea offer, we went
to a lot of wonderful pecple and asked them to help us. We said, "It's
terrible to turn over a school system to a private entity that insists
on doing away with basic democratic rights, rights of public access, of
disclcsure and participation." Most of them agreed. They told us they
didn't 1ike giving up all these things any more than we did but;‘that: the
kids in Chelses were getting such a lousy education, they were ready to
accept anything. We in public education are about to bring the Amarican
people to the point where they are 8oing to take scme desperate measures
— not because they like them but becsuse they decide there's no other
choice and they can't allow kids to be sacrificed any more. .

So vhen President Bush announced his $500 million per year werit
schools plan, I was encouraged because he didn't talk about merit pay,
but, instead, abeut a merit Schools plan; he seemed to be talking about
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incentives for system-wide change. In fact, I liked that term because
when Florida was involved in a merit pay fight, our oWwn people -~ Pat
Tornillo and our state federation, Florida Education Association/United
— actually helped to develop a Florida merit schools plan, which still
is in effect and which was in many ways the forerunner of the
school-based management and shared decision making that we see in Dade
County. But it seems that Bush has nothing more in mind than one of
those recognition programs waere, you know, a comittee -~ or some state
officials — look around for schools that seem to be doing well, and
those schools get a plaque and a little bit of money.

A program 1like this won't do any harm, but it's not going to bring
about any major change, either. The President's piza will recognize
1,520 teachers each yeer out of 2,2 million. But I delieve that any
management book will tell you that in order for an incentive plan to
work, the prize has to be big enough to be worth the effort. And people
have to have a fairly decent chance of getting it. I mean, you might
pay a dollar or two for a lottery ticket when you have practically no
chance of winning the $3 million prize, but you're not going to change
the way you work — and your whole life — because of it unless there is
something wrong with you. So you need a prize that's big enough and you
need a fairly good chance of getting it; otherwise, many pecple simply
are not going to pay attention. President Bush has the idea of
incentives -~ just 1lilte the choice and merit pay paopie do. But his
plan isn't going to move the system.

However, President Bush could take certain elements of his plan and
reshape them — and then he would have something that would glve hin the
place in history he has said he wants as the "education president."” He
vould be able to radically transform and vitalize Amsrica's public
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- schools and turn them from a bureaucracy, a top~down, Soviet-like
command System, which cleerly isn't producing results, into a competi-
. tive market system that will unleash the energles and the talents and
B the genius of all the pecple who are in it.

How would this work? Right now, President Bush could say that the
$500 million a year is encugh to give every teacher {n the country
$250. Well, that wouldn't do very muich. Now, we would take it if he
gave it tous, but I wouldn't tell him that it was going to accomplish
vary mish. On the other hand, let's just suppose for a moment that we
are going to give that money — we'll find some fair way of doing it -
to all the staff in 10 percent of the schools. If we did that, we'd
have about $2,500 per school staff member per year. That's not bed.

But I don't want to give anybody a prize after one Year. One year
is not enough time to rethink what you're doing in education. It's not
encugh time to change your habits and try scmething new because, chances
are, when yw try something new, it won't work and you'll have to try a
second thing, which also might not work, and a third thing. So by the
time a year is over, you might have tried three things that didn't work
and you'd be in the same shape as if you'd continued doing what you were
doing in the first place — which also dossn't work. You reed a long

encugh period of time so pecpls feel that, "Hey, I can take the first
period of time and try things ~ experiment, listen to people, go to
QUEST conferences, tring some of these pecple with interesting ideas to
our district, get pecple to try little experiments in ope part of the
school, and so forth.”

So let's take that $2,500 available each year and, instead of
spending it each year, let's invest it - not in a savings and lean
assoclation — but someplace where it earas interest and is safe. And
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after five years it will be $15,000. That means all the staff in 10
percent of the schools will get about 2 $15,000 prize after five years
~ a minimm of $15,000 — and I'11 talk about why it's a minimm in
Just a moment.

The goal will be to have achools enter this merit schools competi-
tion 23 a team that is trying to bring about the maximm possible
improvement in student achievement over the five.year period. After the
first five-year period is over, we'll start again - there’ll be another
five-year period, and so on. We'll set up the competition in such a way
that a school's chances of winning are not affected by how well or
poorly its students are achieving at the beginning of the five-year
period. The point will be value added, how much improvement a school
makes, 30 every school will have an equal chance of winning. The school
where, right now, the whole place is falling apart will not be competing
againat the top schools in the country. It will be competing against
otner schools like itself. All of that can be worked cut.

The next thing we'll have to do is set up an assessment process. Ye
may have to create a new one or we can take some wortishiic existing
assessments that aren't exactly what we want but they'll do until we can
do better. The assessuent should concentrate on real things, things
that we value like the ability to read a decent book, to write, to
engage in a discussicn of an important national or international issue,
get up and solve a physical problem and show the mathematics behind it.
These should be things that involve thinking and doing, not just
answering miltiple-choice questions, And the assesswents should take
place only every Tive years, and it may even be done on a aampling
besis. These issues will have to be worked out, and they are solvable.
Eut unless we get the assessments right, we'll get the incentives wrong;
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pecple will be working towards the wrong things, the same narrow tests
we mostly use today,

Here's one way the merit schools plan can happen. The President
gets on television and tells the country about his vision of perestroika
in American public education, a coopetitive market system within cur
schools. And then he'll recind people that presidents and the federal
government don't run American Schools; states and school boards do.
He'll say that he's prepared to create this $500 m{11ion per year fund
for the marit schools oaapetition, and he'll also set up the group to do
the assessment, And after he lays out the plan and talks about the $500
million per yesr fund, he’il urge vecple in every coamunity in the
country — parents, teachers, administrators and business people — to
ask the ychool board and the union in their School district to ratify
Participaticn in the competition, Nobody goes into the conpetition
except voluntarily, and they can enter only if the school beard and the

union agree,

What's involved in ratification by the board? Well, there is no
point in setting up a competition to improve the schools if the scheols
have to go cn following the same rles and regulations they are
following now. They'd be forced into doing exactly what they're doing
now, If these rules and regulations were working, we wouldn't need a
competition; 1if they centimie in force, we can't have one.

So first the sohool beard has to agree to release the participating
schools from 21l board rules znd regulations, except thosa governing
health, safety and civil rights, and 1et the paople in those schools
decide how to run them,

But changing rules and regulations won't help if you don't control
the money, so the board mist give the participating schools control of
thefr school budget. And that's not all. Each year, the school board
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will turn over 5 percent of the administrative and central oftice nudget
to the schools, unless they already happen to run a very lean operat.on
because they won't need to spend that money to regulate and inspect the
schools. My reasoning?

Back in the early 1960s when Martin Mayer wrote The Schools, h said
that there were more supervisors, administrators, inspectors -- more
central office administration -- in New York City than in all of
France. This was not an opinion; he documented it. Many, many of the
nationt's school systems have by now gone the same way —— and just as
businesses are going the other way. In some lzrge companies today,
there’s one manager at headquarters for every 5,000 employees. But in
many of our large school districts, there's an average of 560 students
per administrator, which probably translates into one administrator for
every 16-20 teachers! Sounds like there's some room for shrinkage —
especiaily when you consider that the mein job of the central office
bureaucracy is to watch the people on the front line in schools. But
especially under the merit schools plan, that won't be necessary any
more (I'1l explain why in a moment), and as a result, individual schools
will have a substantial amount of additional money from the central
bureaucracy to use as thay work to improve themselves.

Finally, school boards will need to agree to public school cholce
plans. Why? Individual schools participating in the merit schools plan
are likely to be very different. The staff in one school might went to
experiment with cooperative learning; in another, they'll be eager to
use more technology. But Scme parents are not going co like what the
staff in their neighborhood school are doing because it's different. If
enugh parents run to the board, the board will start issuing rules and
regulations agein, and the schools will be all the same again. So it's
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important to make sure that parents don't have to send their kids to a
school where they hate what's going cn; they should have a choice. And
that's why the schocl board won't have to watch your achool any more -
why they won't have to hand down regulations and employ all those
inspectors, Cholce means they won't have to worry about raking all the
schools the same because if parents are unhappy, they'll be able to take
thelr kids out and send them to another school, one that suits them.

So that's what schoo]: boards would have to agree to as 2 condition
of participation. Now what about the unions? They'd have to agree to
grant waivers of contract provisions to the teachers in the partici~
pating schools if those teachers decided that a particular provision got
in the way of whit they wanted to do to improve the school. The only
contract provisions that would be off limits to the toachers would be
those dealing with health, safety and civil rights,

Say, for instance, one of the competing schools needs a math teacher
and it simply can't find one. The staff might dacide to take some of
the budget and try to win back a great math teacher who left to work for
a local computer company. They cight have to pay him a little — or a
lot -- more than he got before, which might not be allowed by the
overall union contract, but they'll be able to get a waiver and.do it
because they decided it's necessary to lmprove their school, to win.

The facuity may also start worrying about the couple of teachers who
are pretty weak, It might have bothered thea before, but there was
nothing they could do about it, After 211, they didn't hire or promote
these wesk faculty. But now it's really going to bother them because
the performance of every member of the school teanm will be important to
the cutcome. So they'll probably get organized to help cut teachers who
need help and, if necessary, help thea find non-achool employment - and
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before you know it, many, many Schools will have a peer review and
intervention program like the one initiated by the Toledo Federation of
Teachers.

i The amount of toney I mentioned earlier was a minimum of $15,000,

: tut it could be more. Many school boards won't want to give up their
direct involvement in operating the schools. And many teacher unions
will say they don't want to do it. So maybe only half the schools in
the country will decide to enter. If half enter, the prize will be
$30,000 instead of $15,000. If only one-guarter of tne schools enter,
the prize will be $60,000 per individual, In other words, when yau
enter, you won't really know how big the prize will be, It could be as
: mich as $150,000 or $200,000 per individiual, but it can't be lower than
$15,000.

Crazy? A lot of pecple are going to say so, and they'll raise a lot
of questions, marny of them legitimate. How abxut the school that
figures cut how to get a lot of its lowest scoring students to quit in
order to win? Or the one that entices some high-scoring students from
other schools to come in? Former Governor of Georgia Lester Maddox once
said that the only way to improve the prisons is to get a better class
o€ priscners. So you might get some achools that try to reduce liabil-
. ities instesd of adding value, because we all know that cogpetition and
market systems may bring cut the bed as well as the good in people.

bvicusly, there will have to be a very careful monitoring of this,
with stiff penalties for cheating — this meri. schools plan wouldn't
tolerate the kind of officizl cheating that goes on now rcutinely in
districts over, say, standardized test scores reporting. And there will
be other protlems besides monitoring for cheaters. Whav do you do with
teachers who are nly ‘here during half the time of the merit schools

«30-

f \‘1 "
: ERIC
)

.

e et i —
e e

30
o
RN




341

cogpetition and then leave? What ghout pupil modility? I am not
pretending there aren't problems and questions to address.

But please remeaber that we do not have the alternative of keeping
r present model of education. We're going to get parent boards
telling us what to do or Jchn Silber dictating or a private coepany, btut
we aren't going to hold on to the current model; it's going to be aban-
doned because it doesn‘t work. And we'll either get same fornm of
radical privatizaticn where 1t's likely that schools will be run even
zore like an autharitarian factery s7stem where teechers will be treated
like assembly-line workers following other people’s orders, or we're
going to have a school that's run by teachers and principals and other
staff who =2rc closest to the kids — with aceountability anc parent
choice, because we can't ask pecple to turn the schools cver to us
witaout having these safeguards. They've got to be sure that we're
trying to do the right thing. And we are going to be trying to do the
right thing because there's a lct in it for Us — and not just finan-
cial.y. It's the best hope we have of teachers being treated like
profecsionals and being able to grow professionally and being able to
concentrate on student lesrning instead of o all those idiotic,
destructive, non-educational things that now intrude on teaching and
leerning avery day,

I believe that it's essential for a net onsl merit schools plan to
be voluntary; the federal government can't coerce a lceal school or
district to participate., But I cen also imsgine a plen in which there
wouldn't aaly be winners, there'd also be locsers. The most aiserable
schools cught to be closed. Their students could be dispersed to other
schools or the failad school could be raopened with a new plan of
eiication devised by a new school staff — that has hsppened before. I
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can even imgine the staff of winning schools taking over the failed
school, in the same way as a successful coepany may take over a firm
that has failed. But teachers from the failed schosl should be back on
the hiring line explaining to Schools that are considering hiring them
why the failure of their previcus school wasn't their doing. And meny
of them cight even be hired by their old school, now reopened and run by
the people in the successful school. After all, a successful business
that takes over its failed competitor often hiras the competitort's
employees because they have talent btut it wasn't used. I can imagine
all this because we have to face reality: There are failing schools and
people won't or shouldn't take it much lenger, especially not the
faculty in those schools because, more often than not, they are
powerless to turn around that situaticn, a situation that victimizes
them as well a3 their students.

We have to reserve those issues for now because participation in the
merit sctools plan must be voluntary if it is to get off the graund and
succeed. And the more volunteers there are, the more successful it will
be and the fewer failing schools we will have because for the first time
the people in schools will be able to do scmething about the problems in
their schools instead of merely following the tired and failed prescrip-
tions of distant bureaucrats ¢r legislaters.

So what are the chances that this merit schools proposal will
happen? Well, a great deal will depend cn yau. There's a chance that
the President of the United States will pick this up. And if the
President doesn't, it mey bc that members of Congress will say, "That
scunds like a good idea. We won't put $500 million into it, but we'll
pass scme legislaticn that will allow a substantial number of
demcnstration projects.” There's & chance that the top people in the
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business ccomunity will support it becsuse they'll say, "This locks like

the saze system that we've got, the one that works for this country in
cther are@s.” It may be that a couple of govern-rs will like it and
try it in thelr state. Or a consortium of districts might get together,
pitch in 3250 a year per school staff member and do it voluntarily, or
some private foundation might 3ay, "This is terrific. We will set it up
and offer it to this commnity.* Or ycu could even do it in Scame large
cities. I strengly believe that in one form or another, or one place or
ancther, this is going to happen.

Now, what happens to the union? I was at a meeting recently where
Scoebody got up and asked, "Why should a school board do this? What's
going to happen to the boerd?™ And I said, "Well, what's going to
happen to the union? Everybody is going to have to change. The role of
administration and menagement is going to change and so is the role of
the union.”

Certainly our union knows how to change. It has changed, it has
taken on new roles and tzken great risks because we know how troubled
Public educaticn is and we are ccemitted to it and will help save it,

S0 many of you here rave done that and become stronger and more
attractive to your members for it. And what I'm talking about 1is not
very dissimilar from what the United Auto Workers ic doing in the Saturn
Project. For the first time, workers znd menagement will be involved in
designing the whole process. For the first time, workers will be
woerking in teass inatead of fsolated on the azsarbly line. And these
workers Will be paid less on an hairly basis than other workers becsuse
they'11 be involved in quarterly profit  haring. So if the czr sells,
they'll make more than other woriers.

They'll be working in teems, partly becauss you meke a better
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product that way and enjoy your work more, and partly so they can help
out a colleague who isn't working so well. If he doesn't shape up,
he'll get a chanee on another team. But if he can't make the grace on a
number of teams, he'll be cut.

When I asked my friends in the UAW, "How can the union be involved
in getting a union mesber out, instead of Just protecting him?” they
said, "If we keep people who can't do the work, none of us will have a
Job.
cars will be sold.” We are talking abcut the future of public education

And wWe won't have a union, either. Becsuse more and more Japanese
in this country, just as the UAW a2nd GM are talking abcut the future of
the zutcaobile industry. 4nd when yau're in a life-or-death situatiom,
you do things that you otherwise wouldn't do because you don't have to.
The issue is survival.

We can't predict exactly what will happen if we pursue the reforms
I*m calling for. But I can guarantee there will be a role for the
union. For one, we know that the ouly places where there is real reform
going on now are districts where there's a strong union. It couldn't
have happened otherwise.

be issues of unfairness and discrimination, questions of testing,

And it's also the case that there will stili
Supreme Court decisions, etc., for the union to handle. And the union
will be aromd $o help pecile in the schools compete — to give them

information and training and make sure the rules are fair. The need for
the unicn.will be greater.

that'- going to be true whether we take this step or not.

But things won't be the same -- and yet
The question
is whether we'll chcose to act or sizply let things happen.

The chances we'll be taking will be very such like the chances that
we ook with collective targaining. We tock a big chance then. There
we wWere, a sxall mincrity union, and we came cut for 2 system that gave
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exclusive representaticn to the mjority union in a school district. We
did that when we had 50,000 members in the whole United States of
America. It was very gutsy and it was very risky. I don't think anyone
here today is sorry we tock that chance. Now it's time for us to take
some risks agein. And the stakes this time are mch bigger. They are
the future of public education in aur country.

Last year, I visited Poland twice. Poland, you know, used to be the
bread basket of Europe, Now, as the result of its command economy, it's
very poor. When I came back the first time, I read a little item in the
Wall Street Journal, at first, I thought it was a Polish Joke, tut it

was a regl interview with 2 Polish econcmist. And I quickly realized
that it was also an American education Joke. So please translate,

The reporter who is intecviewing the econcmist avout econcmic
conditions in Poland asks, "Do you think it's really possible to 1ift
the Polish economy frem this terrible state of poverty to a state of
prosperity?® And the Polish eccncaist answers, "Yes, I think it is.

As a matter of fact, there ara two ways to do it. There's a natural way
#nd there's a miraculous way." The reporter asks, "Well, all right,
what's the natural way?™ *Tho matural way," agys the econcmist,” would
be for 2 band of angels to dascend froa heaven and 1ift Poland into
prosperity.® OIf that's the nstural wWay," the reporter asks, "what's
the miraculous way?® And the econonist answers, "The miraculaus way
Would be if the Poles did it themselves.”

We have no bend of angels to 1ift our 3chools into effectiveness.
And 1t would indeed b2 a miracle if wa did it curselves. But a miracle
is the only thing we can count on.

Thank you very much.
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As the nation's governors rrepare to meet with the President, I ;
am pleased to oifer the AFT's views on the state of pubi.c
education today and on the course of action we as a nation
should take to solve our educational crisis, A proper review of
this sjtuation would take far longer than these few pages will
allow. Nevertheless, I can outline a framework of the issues
and thinking that I believe should underlie the President's
Education Summit, Our views reflect the experience and ideas of
our union's 710,000 members and the input of many others in the
educational community, in business and other sectors. I hope
these thoughts prove useful to you.

«<<On Eational Gosls and Standards
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STATEMENT BY ALBERY SHANKRR
PRESIDENT, AMERICAW FEDERATION OF TEACHERS

Submitted to the Mational Governors® Association
in Preparation for the

White Nouse Rducation Sramit
September 13, 1989

We are the only industrialized country that does not have a
national/regional/state curriculum. We have had an
education reform movement for six years and still have not
focused on the issue of what we want students to know and be
able to do .

By now, states and districts have fat books of curriculum
guidelinas and behavioral and 8kills objectives where the
essential and the trivial are indistinguishable. It is
impossible for teachers to cover all this in a meaningful
and coherent way. Consequently, teachers have to decide
what's important--and, too frequently, the textbook and test
publishers decide for them. We minutely regqulate how
teachers teach, but in the main do not care what they teach,
80 long &# it fits with the standardized multiple~choice
tests.

We need to do just the opposite: Develop a national
consensus about what students should know and be able to
do-~leaving enough room for states, localities and
individual schools to respond to the divezsitg in our
nation~~and quit regulating how teachers tazach.
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«s+On Assessment and Accountability

[ We cannot have a meaningful system o. assessment until we

know what we want students to know and be able to do, and we
L cannot have meaningful accountability until we have decent
assessments.

If assessments act as incentives--and they do--then what we
have is a system of incentives that encourages schools to
concentrate on low-level skills that can be demonstrated on
multiple-choice tests. Until we produce better assessments
that encourage and measure the development of knowledge and
skills that are important, we will continue to relegate the
vast majority of our students to low~level learning.

(o]
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o Good assessments can't be done on the cheap. There is a
national role for the support and development of better
assessments. There iz no other way that we as a nation can
know how well we are doing and where and why we are falling
short.

P

P

o Public school choice may have its benefits, but it is not a
system of accountability, as the Administration seems to
believe. Substituting public school choice for national and
state leadership on education reform, assessment and
accountability would be a dangerous mistake.

«<+0n School Infrastructure and Technology

o Many of . 1r schools, especially those in inner cities, look
more like crumbling, dangerous warehouses than places of
learning. Government support for capital improvement is

: much needed.

o According to the Office of Technology Assessment, education
has the lowest level of capital investment per worker of any
industry~--about $1,000 per employee--compared to an average
of $50,000 per worker for the economy as a whole, and
$300,000 per worker in some high-tech industries.
Technology and productivity go hand-in-hand. Yet our
schools' main technology is still "chalk-and-talk.®
Technology goes beyond computers in the schools (which many
of our inner city schools don't have anyway). There is a
national role, perhaps through public/private ventures, in
helping bring our schools into the 21st century.

«++0n School Bureaucracy and Regulation

o In the 1960s, Martin Mayer documented in The Schools that
New York City had more education administrators than the
whole of Prance, and New York State more than all of Western
Europe. There is every sign that this situation has become
worse. Most recently, this top-heavy bureaucracy was
highlighted in a Peat Marwick report on the D.C. schools.
Less than half of American education dollars arc spent on
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services for students in the classrooms. What is happening
to the rest? 1It's time for the states and local districts
to take an accounting of where our education dollars go.
American industry has dramatically pared down its
administrative overhead and fiattened its hierarchical
structures. In a time of competition for scarce resources,
and when all the research demonstrates that those who work
closest with kids know what works best, it's time to rethink
our school bureaucracy and financial allocations.

Schools are being over-regulated into paralysis and
mediocrity. Despite the frequently good intentions of many
of these regulations, many of them have negative effects.
We should review all local, state and federal regqulations
concerning education for their effects on kids and on the
learning process. ‘But we must be careful. Such a review,
and possible deregulation, should not undermine hard-won
civil rights gains; they should advance them. WNor should
this lead to a situation where resources and services
intended for needy children do not reach their target.

+.-On the Professionaiization of Teaching and School

Management

Because teachers are closest to the classroom, and know the
needs of the school and its students best, they should be
given the authority to make decisions affecting their
school. School-site decision-making and school-based
management must be supported and developad.

Teachers should be provided greater opportunities for
professional development. This should include participating
in training programs, conferences, seminars and other
activities related to the nceds of their students and
schools. .

Teachers should be appropriately compensated for their
expertise,

Because this nation is facing a teacher shortage, education
should be organized more like other professional
undertakings. The teaching staff should be able to rely on
technology, classroom aides, field volunteers and students
helping students to get the job done.

«++.0n the Role of the Federal Govermmeat
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It nust be recognized that schools cannot solve all
problems, Unless the basic needs of children are
satisfied--food, hsalth, and nurturing--even the Lest of
schools are helpless. Other soctors must share
responsibility, in areas such 2s prenatal care, health care,
drug abuse prevention and treatment, social services, etc.
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o The federal government should increase funds and support for
programs such as Head Start, Chapter 1 and Early Childhood
Education.

o The federal government should increase its commitment to
research and evaluation, such as the National Assessment of
Educational Progress. Education has by far the lowest level
of investment in research--only 0.025% of its revenues--one
hundred times less than the average for the economy as a
whole, and 80 times less than the average business firm. In
an enterprise the size and importance of education, it is
ludicrous to spend so little on new knowledge and on finding
out the bang we are getting for our bucks.

o The federal government should provide research support for
the National Board for Professional Teaching Standards.
This board, made up of teachers, business leaders, and
public figures, is cur most promising hope for improving
teaching standards and attracting and retaining high-quality
professionals. Research funds are needed to develop
professional standards and assessmencs.

.«.00 Incentived——-Aktering PFresident Bush's Merit Schools
Program

o This nation will not see the breadth and depth of education
reform that we need unless we have major incentives for
rethinking and reworking how we conduct schooling.

o We should invest for five years the $500 million proposed by
president Bush for merit schools and invite every public
school to participate in a five-year, national competition.
The winners would be the ten percent of schools that
achieved the greatest improvement rslative to where they
began. The whole school community (from bus drivers to
master teachers) would share the reward--an estimated
$15,000 per staff member and possibly higher.

o School boards would be required to give each participating
s-h00l total contrcol over its budget and the right to waive
a:1 regulations except thoss regarding civil rights, health
and safety. Unions would have to grant participating school
staff members the right to waive contract provisions.

© As for the students, employers should offer better Jjob
opportunities und higher starting salaries to studsnts who
worked hard in school. Exployera need to gtop complaining
about poor quality and give students a reason to achieve.
As things now stand, exployers only ask if a student has
gradusted. Important questions such as how well the student
did or what courses were taken are rarely asked. A good
grade in a soft elactive has the moral equivalence of a
poorer grade in a rigorous subject. This is something that
can be done right away at little cost and with a positive
effect. Students need to know that school counts.

RIC qr1a
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© Similarly, colleges should offer admission only to students
brepared to do college-level work. Any student qualified to
entex college should be allowed to do so. Money should not
: be an cbstacle, But achievement needs to count.
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Mr. GoopLING. Thank you very much. 'm glad you reviewed that
at the end because I took two and a half pages of notes and you
indicated that I did pretty well with those notes.

Anything, Mr. Chairman?

Chairman Hawxkins. I have nothing, only to express the appre-
ciation of the committee. I think Mr. Shanker, again, has shed
light on a lot of subjects, challenged us to do a lot of things. With
his help, we will try to do them. Thank you.

Mr. GoopLING. That ends the symposium unless Dr. Hoyt has ar-
rived from Kansas. Anybody out there want to be a Dr. Hoyt?

[No response.]

Mr. GoopLING. Then I guess that’s the end of the symposium. If
Dr. Hoyt arrives, then we’ll meet with him after the mark-up;
won'’t we, Mr. Chairman?

Chairman Hawxkins. Yes. I, Mr. Chairman, indicate that there
was some mistake in the time, that 3:30 was mentioned in one
report and 3:00 in another. Perhaps the members are advised that
3:30 may be the time. However, we will try to get a quorum as soon
as possible. It certainly shouldn’t be later than 3:30.

I think Mr. Shanker thought that he'd brought all of these
?eople in. He was very excited, I think, to see so many and so was

[Laughter.]
) Mr. GoobLING. After the others who testified before, I imag-
me——

Chairman Hawkins. We will attempt to get a quorum as soon as
possible. The committee will then ccnvene.

[Whereupon, at 3:15 p.m., the committee was adjourned.]

[Additional material su mitted for the record follows.]
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Testimony Prepared For Presentation To The Committes On
Education and Lebor, U.S. House of Representstives
November 15, 1989
Y
Kenneth B. Hoyt, Ph.D.

Unfversity Distinguisned Professor of Education

Kenses State University - Manhatten, Kensas 66506
Mr, Chaltman and Members of the Committes:
Thank you for sllowing me to eppear before you. I hope that the thoughts on

educstional reform ] want to present here wili bo of some use to you.

Every major call for educational reform during the 1980s is rooted in
America's need to compete in tha internstional markelplace. Each procleias
thet other nations’ educational systcms better prepare students for work.
Yet, none of thess calls heo emphasized a "careers” epproach to reform.
Instead, they seem to assumc that, no matter how indicect, whatever reforms

are proposed will, somerow, help mesl this need.

few of these reform proposals even acknowledgo, let elone emphasize, the
fact thst, between row ond the Year 2000, > out of every 6 new U.S werkers
will be women, minority persons, end/or immigrants. Still worse, even fewet
centsr thair rofom prosos. 18 around the neod to correct diser imination
through providing equity of both educational end occupational opportunity to
swch persons. I have documented these needs in two previously published
papets and respeclfully request permission to insert those pspers into the

record of these hearings.

Two basic approasches to educalional rsform exist. Gne is stryctuyral
(progran) change. The other le process (people) changs. The decade of the
19802 has been devoted elmoat 8xClusively to proposals for structural

chenge. Such changec ¢en be considered in four categories includirg:

Pl i
"9’ p
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Category 131 Individusiizing the tascher/iestning procsas. Examples of such

propossls inciudes ‘(s) pesformance chluat!on; {b) computer sssisted
/J.‘natrwtlnr':; (c) ungraded schoole; {d) merit psy for teachsrs; and (e) open
entry/open exit school eystems. Each of th.m proposals can e described ss:
(1) expensive; (2) potentislly very powerful; sad (3) in dics need of strong
R&D efforts before deing implemented on eny widescele basis. One or more
wili eventuslly bs needed If Americs 1s to compete in the {nternetional
macketplace. None ig yet ready for nationwide implementation.
Catogory 231 Doing more. Examples of such proposals includes (s) extendirg
the length cf the school day 'and/or the school yesr; (b) raising high school

graduation requirements; and (c) increasing the nuster of credit hours
taquired for tescnaer certification. To the extent the curcent system ie now
working, doing more can be expected to produce incremental but rot dramstlc
geins. To the extent the current system fen't working, adding more slmost
duerantees thet {t won't work sgain!

Catsgoty 33 Re-orgsanizing the curcent system: Exawples include: (e) open

enrollaent options across school district lines; (b) magnet schools; snd (c)
veat tound schoolss While procedures for laplementing such procedures sre
avelladle, knowledge regarding how to solve the meny other problems gech
creates 13 not. It geens cloar thet no propossl In this category is now
ceoady Tor nationwide edoption.

Category 4: Educstionsl Rsvolution: Examplas includes (8) privatizetion of

the education system; (b) changes in tha tesching/lesrning process Sesed on
brain-based lesrning theoty; and (c) abandonment of locsl control of

educatlon and edoption of state and/or Federsl .control. Ssfore any euch

Aruitoxt provided by Eic:
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drastic changes are made, much more resastch evidence must become availeble.

To make such chenges without such hard evidence is tc run the risk of making

things worss, not better.

I now want to turn to the topic of process {people change) spprosches to
educationsl reform. Tt =re are three basic reasons why process spprosches to
reform should precede and toen sccompany structural chandes including: (a)
process approachea sre much chosper and, as @ genoral principle its
advisable to see haw much can Jained froa the least expensive approach
prior to deciding to try more uxpensive anes; (b) process epprosches to
change were validated extensively duting the 1970s - i.,e,, we know how to
make them work now; and (c) unless educstors themselves declde to change
-1.2., unless process change occurs - it is unlikely that sny structural
chenge imposed on educstors will work very well or very long. Process
approaches to change are worthy of much mote gerlous consideration than Lhey

have received ducing the {9ans,

Process reform proposals include those simed at such things as:

(a) motivating pupils to learn - and teachers to teach. The most exten.

sively velidsted (but, of course, not Lhe only) way of accoamplishing this
gosl 1s through emphasizing relationships between education and work. To do
20 haa besn wall dncumented as & pewerful source of educetional motivation
by both pupils and parents (Elem & Gsllup, 1989; Hutchinson & Reagen, 1989).
% need both pupils ond teachers motiveted to werk herder. If this is to
happen, each needs to be convinced thore 1s good resson for doing co. We

know how to do this.
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(b) emphasizing the {mportence of incresuing educational productivity, In

part, this pesna adeptirg private eector uppropf:hoa for incressing produc-
tivity to sducaetions} esttings. In patt, it involves helplpg students
ocquire and use productive work habita, If Mmscica'a achools are to produce
gredustes who will be productive members of the occupationsl eoclety, we
aust begin i:y providing youth with productive work habits while they sre
students. Unproductive atude'nts becoms unproduwetive employees. Tha concepts

of "student as worker” and “teacher es workar” both need to be anphnslied.

(c) scquiting & desire to work as & mosns of increasing salf scteem snd

contributing to socisty. There are atill many more people looking for “jobs*

than looking for "work®, Pupils can be provided with personally £3aningful
witk values without, in sny way, sesarting to imposition of the “work ethic®
of earlier timas. Such veluse should becoae an Importent part of the totel
personal value system end include valuse irolving wunpaid volunteer work ss

w21l es pald employment,

{d) providing cerest 8warsngss, career gxploration, and csreer decision-

Baking sssistance to youth. These srrorts should be led by well quslified

career developaant specislists and Involve the entirs school steff, patents,

and the broader community. Professionsl carest counsslors have been

) regerded sa part of the probles wnd/ar ignorad by 29 mejor refors propossls

ERIC

. Aruitoxt provided by Eic:

of the 1980s twice as often as thay have besn regarded as part of the
solution. ! have decumented this in en esrlier papar which I raspectfully

tequat be made part of the record of theae haarings. Carear counselora have
important toles to pley in educational rafora.
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(e) eslsblishing and operating truly collsborstive working relationships

between the educstion aystem and the brosdor community. Thece Inciude both

parents and the private se'ctor. Process approacbes_ to educstional reforx
musL be conmunity efforta. Thay cannot be successful if only educators are
Involved. The kinda of Industry-fducation Councils reccmmended by the
Naticnal Association for Industry-Educaticn Cooperation gre badly needed.
The meins Of estsblishing and successfully opersting such Councils sre well

known. To date, they nave not been widely used. This has been a nistake.

The last of these spprooches requires further ceewient. The 1560s saw two
malor kinds of educational chenge efforts ineliding: (a) the educationsl
cefora movement; end (b) the privale sector/education aystem “partnership®
movement . Unfortunately, these two important novaugnts largsly fgnoted zach
other. It is time to join them together. To do so effectively domands that
educational reformers accept and endorse process oflented relzm epprosches
88 necessary prerequisites to atructural reforms. It also denands that the
“partnership” movement during the 1980s be largely recugnized as s failure.
Toc many phony "partnerships” were crested. Irue “partnerships” call for
Joint responsibility, joint authority, snd juint sccountebility. Too faw of
these were created during the 1980s. Both of these conditions can snd
should be easily corrected.

To illustrate what I have in mind, I have prepared & rough draft of possible
Feders! leglelstion ajmed ot a process oriented apofoech to educationel
refoim. I have entitled this "THE BUSIMESS - EDUCATION CAREER DEVELOPMENT
COLLABORATION ACT OF 1989". I respectfully fequest thaot this be inserted

into tho record of thuse hearings.

; a2
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The nead for educstions! refora is gréning - both from the etandpoint of

America'e necd to compete In the Internsticnel morketplace and from the
stendpolint of the nesd to provide aquity of educstional snd occupational
opportunity to woeen, minority persons, persons living in poverty, peraocns
with handiceps, and inmmigrents, To meet such needs demands that procescs
oriented spproaches to educationsl change be Implemented now. Such changes
should be regerded es necessary but not as sufficfent for meeting Anarice's
educaticnel reform needs. Thus, it s equally essentiel that etrong support
be provided for the kinds of research snd demonstretion efforts required to
scquite the know-how nesded for structursl spproaches to reform. If done
together, Americe will meke substantisl progsess in achleving needed
educstionsl reforms during the 1990s.

Elan, S. &7 Galiup, A. (1989) The 21at snnusl Gellup Poll of the public's
sttitudes toward the public schools. Phl Delte Kappan, (), a1 - %6,

Hutchinson, R, & Resgan, C. (1989) Probleas for which seniors would ssk help
from school counselors. The School Cownselor, 36(a), 271 - 280,

Papars fequested to bs Inserted In the Record

A. With reference to discriminstion towarde women and ainority persons

1. boyt, K. (1589) The current stetus of wcmen end alnority parsone: A
20-year perspective. Career Dovelopment Quarterly, 37(3), 202 -212.

2. toyt, K. (1989) Pollcy hpuc.gzona of selacted dets from cdult
eaployed wotkers in 1987 Csllup career develogment survey. (In)
Norking in America: A status report on plenning and problems. (0.
Brom 2 €. Hlnor, Fdltora). Hox%da, V%x Fational Career Develop-
ment Assocletion,

8. With refarence to caroer counselors snd educationsl reform propcsels

1. Hayt, K. (15€9) Counselors sn¢ career developmsnt: A topic 1n edu~
cational reform propossis. Bloowington, IL: Heredisn FubTlshing
C. ¥ith zeference to proposed legielation
1. "Buslness - Education Career Devolopment Collsborstion Act of 1989"

2. "Politicel strateglea inherent in the contents of the BUSINESS -
EDUCATION CAREER DEVELOPMENT COLLABORATIGN ACT OF 1989,
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The Career Status of Women
and Minority Persons;
A 20-Year Retraspective

KENNETH B. HOYT

Twenh vears after the assassination of the Reverend Dr Martin Luther
King. Jr and the resuling nots. it seems fitting to recal] the actions of
the National Career Development Association (NCDA. then NVGA—the
National Vocationa] Guidance Association) and to zssess cbeI impact of the
vanous resol and vpoa our profe

to extend equity 1 career development plaaning and servces to all o
Jdivdusls—incluodng women and minonty per. .as.

Atthe A 8 120d Guxd A (APCA) conven®
ton in Apnl 1065, the APCA Senate adopted a formal resolution com-
mitting APGA and each of its divisions to “actions designed to reduce
and, eventually, endicate racism.” Subsequently, the NVGA C
on Education. Employment, and Racism was established and NVGA com-
missicned Dr. Joseph Samler to write a special paper outhning problems
of Blacks in career development. That paper was published & 2 special

L tothe V. I Culdance Querterly in 1969 (Samler, 1965)

At the NVGA Delegate Assembly in Las Vegas the following year, two
related histonc actions took place. The first was & presentation by the
NVGA Commission on Education, Employment, and Racisee of 3 cery
strong proposed NVGA policy statement on racism. Based on arguments
that delezates had not beea given sufficient time to study the statement,
£t was not sdopted and the Commission was acked to prepare 8 polxy
statement for later consideration (NVGA, 1963 1an find no reference
that this statement was ever coasdered by 2 subsquent NVOA assembly.

Kenneth B Hoyt is o Unicersity Distinguished Professor, Kansas State
Unicernty. Manhattan. This article s o recision of apaper ensitled B,nndu
Equity of Opp y for Career Liecelop toAllp af the
National Career Develop A luncheon meeting,
Chicago, lllinots, March 22, 1958
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At the 1969 NVGA Delegate Assembly meeting, the NVGA Committee
ca the Occupational Status of Wemen was elevated to commussion status
and Esther Matthews was nared 2s Chair. NVGA committed atself to
the eradication of both 3 asm 2.d racism.

Now—20 years liter—three questions need to be addressed (2) To
what exteat has NVGA/NCDA impl d these 2 0 To
what extent do sex and sace biases still exis® a5 mazor obstacles to equity
in career development? and (c) What should be NCDA’s pnorities to
bring equaty of in career develop to ali?

TO WHAT EXTENT HAS NVGANCDA
IMPLEMENTE® THESE COMMITRIENTS?

Although there are a number of ways to measure the commitment by
NCDA to foster cquity in career development (i.e., convention presen.

u lobbying efforts, i NVGA \eek materials.
and 50 forth). 1 have chosen our professional journal to be the pnme
d in g this ton. The period of time involied covers

Volume 17 (bepnning September 1968) through Volume 34 of the V'o.
cational Guidance Quarterly and Volume 35 (beginning September 19561
of the Career Decelopment Quarterly 1 began this task by discevenng
and then studving the contents of evesy article 1 could Sind on sex ster-
cotyping and oa rachsm in career development published In Volumes
17-35.

In doing 30, 1 disccvered an opportunity to abtain &a eved brosder
perspective. In Volume 20 of the Vocational Guidance Quarterly, G
Thomas Yungnaa (1972) published a content snalysis of Volumes 119
Bv subtracting from the numbers showed in his tables those referring to
the contents of Yolumes 17-19, it was possible to examine the NVCA/
NCDA official joumnal begianing with its very first volume through Sep-
tember 1837, Table 1 shows the comparison between the first 16 volumes
3:d the next 19 volumes concerring articles dealing with sex or racial
bias,

\When the conteats of Volumes 1-33 are categorized in terms of the
numbers of articles conceming Blacks. women, and other minorities, it
is clear that (a) the percentage of articles concernizg Blacks is three times
hagher for Volumes 17-3S than for Volumes 1-16; for those articles con.
cerning sex stereotyping, the percentage more than doubled. (b) the
percentage of articles conceming the career developnent of minority
persons other than Blacks has remained almost nill over 35 velumes of
VCQICDQ, {c) A 10 to ! natio of articles concerned with sex bias as
compared to articles concemned with racism existed in Volume 1-16. This
was reduced to a4 to 1 ratio In Volumes 17-35, but stll (d) the number
of articles on sex bias for Volumes 18-35 has averaged 1+ per fysue
whereas the number of articles on racism has averaged only absut one
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TABLE 1
Number of Articles oa Race or Sex Bles In
Carssr Deveiopment Published in the Vocational
Guidance Quarterly, Volumaes 1-34 and the Career
Cevelopment Qu wtarly, Volume 35

]
Volkurnes 118 Volumes 17=25
Category Numbes Percent
Toral s 100% 04 100%
Blacks 4 ot 2 28%
Women Only 35 45% ] 106%
Othar Munorty 4 05% 5 oe%

Nots Yurgman had andther category that he Catied “Women snd Other™. He Ce-
fured ~and Sthar™ 10 i3S “8uch GrOUDs 83 (he 85ed £nd MinOrties other than
Blsck” Hore, sl of [l : [ “Ceher Manoitty”™ category
Seversl sppendices that Categcrize 80d kst the artxcies rofarrad 10 n Volumes 17+
35 can e secured 1r0M the suthor Bemont Hak. Kansse State Untvarsty, Man~
hatan, KS €£506.

per yar Unng number of published articles s the cnterion, NCDA has

h more effort to reducing sex pingthan g
£13m in career devebpment since 1966 Clesdy, . both topics
have been emphasized,

What typet of articles on arious aspects of sex stereotyping were pub-
Tished in Volumes 17~33 of VCQ/CDQ? Of the 86 total, 70 were pri-
marily d with reducing 1 sex ping for non-
minority, non-poor women 1 classified these fntothe following ategories.

1 “There iz a problem™: 3 asticles

2. “How bug s the problem?™. 7 articles
3. “What do we know?". 32 articles
K-12 girls. 8 articles

Women college students. 9 asticles
Adult women: 8

Non-age matters 7 articles
“Suggested things to do™ 14 asticles
“\hat has been proven to work?”™. 14 articles
K-12 girls 9 asticles

Women college students: 0 asticles
Adult women 5 srticles

[

Has NVG U\ CDA {slowed through on its commitment to work toward
help ¢ counselors understand and work more eBiectively with the fssue
of oocupational sex stercotyping® Using the content of the articles gab-
Hshed over the last 19 yesrs that are identified here allows us to answer
"Yes” to this question. With 32 unpublished asticles aimed at Increasirg
understanding and 14 articles evaluating approaches to reducing sex «ter-
eotyping in career development. progzess has certanly been made.

24 THE CAMCER DEVELOPMENT CUANTEALY / IRANOH 1969/ YOL. 37
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What tvpes of articles on racism were published 1n Volumes 17-35
wusing the same categories devised for clasnfying articles on sex siereo-
tvping. the following numbers were derived

1. “There s & problem™ 0 articles

2. "How big iz the problem™™: 4 articlss

5 "What do we know?™ 16 articles
Black K-12 youth in general 6 artxles
Black women and girls. 5 artiles
Non-Black minority persons S articles

4 “Suggested things to do” 4 articles

5 “\What his been proven to work™™ 3 astwcles

¥f one p that publish brased infc shout some ca-
reer desek can have benefictal effects on the des of
counselors and, therefore, affect positn ely Arerican societs as a whole,
these 24 artacles suggest that \\ GA/NCDA has, through it official your-
nal. made some contributions towan! reducing racism in America Com.
pared to the publication record on sex ping. however, this record
15 far below what may have been ervisioned when the APGA resolution
to eradicate racitm was passed &, {968

SEX STEREOTYPING AND LABOR
FORCE PARTICIPATION

Caseer development prof Is rep only & very 3mall porticn of
either the causes of or the cures for sex stereotyping and racism in career
development At this point, & broader perspective seems necessary 1will
attempt to provide an objective view regarding stereotyping and racism
by citing both positive and negative flustrative national statistics.

Positive sfgns that some progress bas been made in reducing occupa.
tional sex stereotyping can be seen in many statirtics

L. The percentage of married women working outside the home cr
scthvely seeking work who have pr -school children has increased
from less than 19% [n 1960 to nearly 52% in 1954 (Willum T. Grant
Foundation. 1988).

2. The perceatage of women fn the total kibor ferce has grown from
39% in 1972 to 45% in 1986 (Fuilerton, 1967).

3. Seven of every 10 women ages 25-54 were In the labor force in
1356; this is expected to Increase to 8 of 10 by the year 2000 (Ful-
lerten. 1987)

4 Brtween 1970 and 1580, the of women in p
aad mansgertal jobs virtualiy doubled (Hodgkinson, 1955).
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5. Between 1975 and 1965, there wag a 17.5% increase in the number
of women receiving backielor’s degrees and 8 4.7% decrease for men
(American Council on Educatica, 1968).

6. Between 1977-1083, the number of female proprictorships fn-
creased at an ancoal rate of 6.9%. five times faster than the rate for
men (Naticaal Organkstion for \Women, 1965).

Nevertheless. the limited participetion of women in many occupations
suggests the need for continued efiosts by carcer development specialists.
The task of red: se1 i career planning is lustrated by
the folkwing figures

1 1n 1983, women represented only (1) £% of the membership of the
U'S Sepate and 5% of the House of Representatives, (b) less than
2% of school superintendents and 9% of college prendents, (c) 10%
of full professors. and () 3% of top executives in American corpo-
fations (Shaffer. 1966)

2 At least 75% of jobs in the highes paying professions sre still held
by men (Ehehart & Sandler, 1967).

3. The Insctivits rate (not employed. In school, or In the militan) for
non\Vhite 20-24 year old men was 27% in 1963, but for non-\White
women {t was 45 6% (Smath, Walker, & Baker, 1087}

4 In 1978, one study found that the average weekly esmings of male
high school senjors holding part-time jobs was $72.70 per week
compared with $57.25 per week for female hugh school seniors (Lew-
is Gardner, & Sextz, 1983)

5 Thecollege educated woman (n 1683did no(rmelveumu'chmoney
{n wages 23 s man wath only a high school diploma (Women's Bureau.
1985)

6. Women continue to be overrepresented in occupations growing most
slowly. and undetrepresensed among those growlng fastest (Kutsch-
er, 1687

Although few vould argue the proposition that women and men should
recelve companble pay for comparable work, should women and mea be

s d in an equal p ge of employ in al! D ?
Probably not, because most observers would expect that sex diferences.
related t0 interests and vocationsl needs. exlst, Should men and women
in a given ocoup be represented proportionally among top P ?
Here. the answer is obviously “yes =

RACISM AND LABOR FORCE PARTICIPATION

Although t Is difficult to make direct linkages between racism in America
and the numbers of minority persons eraployed in particular oocupstionss
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the figures cited below ducational lsvels are not

because ed and P ] attei are 50 closely related.
Yet. the following indicstors can be used to illustrate that some progress
has been made:

1. In 1984, 78.8% of Black youth between the ages of 23-29 had com.
pleted high school, this is an increase of almost seven-fold from only
11 6% in 1940 (William T. Grant Foundation. 1963)

2. The propoction of Black high school dropcuts has decreased from

%)ln 1973 to about 20% in 1983 (William T. Grant Foundation,

i

Although there will be an overall increase of 18% In the size of the

izbor force between 1956 and 2000, the percentsge (ncrease for

minority persons wall be stll grester—including +29% for Dlacks.

+74% for Hispanics. and +70% for Asiar/Pacific Islanders (Kutsch.

er, 1967).

By the year 2000, Blacks are projected to compose over 17% of the

Tabor forve increase, Hispanics to compose 24% of this Increase, and

Aslans to compose 11% (Kutscher. 1857

5 The proportion of college graduates among voung Blacks has risen
T00% since 1940 (\etzel. 1967)

6 Between 1975 and 1983, the actual numbers of Blacks earolling ia
college £ d by 212.000(A Council on Ed: 1968)

[

-

n?in the negative side, statistics such as the following must be coasid-

1 The percentage of Black high school grafuates enrolling in college
has declined from 29 2% n 1971 t0 26.1% in 1958 (American Council
on Education, 1983) It seems, however, to have incressed slightly
in the recent past ("New data show,” 1968).

Whereas the percentage change (from 1975-76 to 1884-85) in num-
bers receivirg bachelor’s degrees has risen +21.9% for Hispanic
men and +114 5% for Astan/Pactfic Islander men. {t has actually
:ll;samaxd) by 10 2% for Black men (American Council on Education.

Public school enrollment figures show that, whereas 16 2% of pupils

are Black, only 6.9% of teachers are Black Conversely, wheress

only 72.2% of pupils are non-minority \Whites, 89 6% of teachers

are White (American Association of Colleges for Teacher Education,
687).

1987).

In 1966, the unemployment rate for bigh school graduates ages 18-
10 was 40 6% for Blacks=—more than three times the 13 8% rate for
Whates (American Council oa Education. 1388)

In 1954, 14.7% of 16-19 year old *)lack youth were unemployed,
1n 1985, 35% were jobless (Smith et a. . 1967),

[
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-
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6. A total of 25% of ali young adult Black .men have never held s job
{Natonal Allance of Business. 1987)

Both Blacks and Hispanics are overrepresented in the slow-growing
oc decl pations. but underrep d in the fastest grow-
1ng occupations (Kutscher, 1967)

When 1968 and current figures were compared, the percentage of
Blacks uneinpl red in 1968 was almost double the percentege of
Whites B 1538, it had almost tripled {"Sull separate,” 1888).

In 1986, the uneniplovment rate for Black high school graduates
was one fifth higher than the rate for White high school dropouts
{Wetzel, 1587)

-

o

©

When the negative and positive indicators are compared with respect
to mmonty partiap in empk and higher ed it fs not
reasonable to sav that progress has been made On the contrary, one can
conclude that mnority persons in the labor farce are worse off today than
they were in 1968

The continufng hith incidence of pos ertvamong minority groups seems
to be a ken culpnt here Consider the followang statistics

1 The percentage of Blacks living in poverts was three times as great
a1 the percentage of \Whites in 1968 and 13 now almost four times
s great {"Sull separate,” 1953)

In 1955 66% of Black children, over 70% of Hispanic children. and
nearly S0% of all White children in female-headed households Ihed
in poverts (Committee for Economiz Development, 1937)
Students from poor families. regardless of race, are 3 to 4 times
more hikelv to drop out of high school than those from more affluent
households (Wetzel, 1987)

Siv of every 10 Blach famihies maintained by young adults under age
25 are comprised of mothers and their young children, Their median
annual income Is 42% less than that of White famibes fn similar
circumstances (Wetzel, 1937)

Children from poverty backgrounds are (a) more hikely to f21l behind
in school, (b) less hikely to be in the labor force. and (¢). when
emploved. more hikely to have lower earnings (Wetzel, 1987)

©

[

-

w

WHAT LIES AHEAD {N PROVIDING
EQUITY IN CAREER DEVELOPMENT?

Fabt,

Recentlv, [ p d some d d figures g the p

nature of the worlforce In the year 2000 (Hoyt. 1688) I would like to
summarfze some of these statistics In a way that may clarify some of the
major problems facing us These figures include the following.
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Five of every six new labor market entrants between 1086 and 2000
will be women, muority persons, or immigrants

A substantial numiber of the 21 million new obs expected between
1986 and 2000 will require more education than those now existing
Women and minonty persons continue o experience discriminstion
in terms of gaining full access to ed: Vand career preparath
programs. Thus. on the average. they can expect to eacounter dif-
ficultics in gaining access to “high tech™ obs requiring advanced
education

A totz] of 0% of the 21 million new jobs willbe In service producing,
not goods-produci d The greatest bers of jobs wll
be available in low wagy P schas cook, maid, sales clerks,
and Janitors. It is these jobs that are most likely 10 be available to
women and minority persons. Unless corrective actions are tsken,
the percentage of minority persons and women living in poverty 15
almost sure to increase in the years ahead.

A tota! of 75% of all workers who will be employed in the vear L300
are [ the Labor force todav Thus, upward mobilitv opportunities
wilibe sex erely limited for the large numbers of women and minonty
persons who will be entering the labor force,

Minority vouth tend to be concentrated in large vrban school dis-
tncts whose facihities and educational offerings are, on the average,
inferior to those in afiluent suburban areas In 23 of the 25 lasgest
uities in America, minority students now comprise a majonity of the
school population

w o

e

[
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Statistics such ss these, when comliaed with those presented earher
in this article. convince me that the task of bringing equity of career
opportunity to women and minority persons will become increasingly
difficult between now and the year 2000 The changing nature of the
occupational structure is out of step with the limfted educations} equity
for these new labor market entrants Equity of educational opportunity
is 8 prereq for equity of opp Y in the world of work,

POLICY RECOMMEKDATIONS FOR NCDA
TO ENHANCE EQUITY GF OPPORTUNITY
FOR CAREER DEVELOPMENT

To solve the problems outlined hen: wor 'd obvicusly extend far beyond
the ability of career development professtunals. Feced with the enormity
of the problems, what should NCDA ¢ to help solve them? An attempt
will be made here to provide a res oned answer to this question

it seems eppropriate 10 reminu ourselves that the vocationa) guidance
movement originated asa vehicle for social reform (Stephens. 1970). Social
reform efforts are nothing new for NCDA. Sinick (1977) outlined five

THE CARZER DCVELOPMENT QUARTIALY / MARCH 190 £ VOL. 37 e

898




ERIC

Aruitoxt provided by Eic:

spproache: devel prok Is could take to change society
including ones simed af clieats. the for's employing
fnstitution or sgency, provessional associztions, and indiidus] actions 85
s citizen. His suggestions remain pertinent todsy and should be reviewed

All of Sinkk's suggestions carry the implication that career development
professionals should be actively lavolved In producing and using new
Inowledge o reduce blas and stereotyping. It is Sear, from seviewing
NCDA's professional journal, that we know more sbout how to reduce
biss and yping than most Jors use fn practice It Is equally
dear that much, much more needs to be researched.

The review of Volumes 18-35 of the VCQ/CDQ makes some of our
fmost obvious needs for more research efforts sppesent. For exusnple, in
spite of the huge influz of Astans/Pacific Islanders la recent years. nota
single article was found reporting on career development for members
of this important minority population Although we are told that there
will be more Hispanics thea Blacks in America by the yesr 2000 (Willam
T. Crant Foundation, 1988), articlet in our joumal concering minority
persons are stl] almost all concerned with Blacks. And, with an expected
15 milhion workers to be permanently displaced from their jobs each year
by high technology (National Alliance of Business. 1067), it s disappoint.
ing that oaly one asticle in Volumes 17-35 dealt with senving this pop-
olition Carcer development problems of oMer workers of mid-carcer
changers, retired persons, and persons with handicaps sre growing at a
rpid rate. Such problems have yet to be sdequateh sddressed in our

Journal

While 57 from sdequate, both NCDA and brosder societal eflorts to-
ward red pationa) sex stereotyping are moving ahead ata steady.
shthough not spectaculir, rate. These efforts must be continued At the
same time. it Is crucial that the top priority of NCDA pow be tumed
towsrd eliminating racism and poverty a3 negative factors fn career de-
velopment.

Helping poor minocity persons—both youth and adults—in the career
development process Is the greatest challenge faciag NCDA. These pere
sons will be among the hardest to lelp Although they are not a powerful
pdnmlhuudmbremm:m«ﬂehmmulwppmhcur
eBorts, ththumnbehpvmmuchhuedofwéwcbpmm
assistance. Becsuse we have much to leam before being able to meet
their career der clopment needs, we sce almost sure to be criticized for
the Yimited success of out early efforts to help. Sttll, we must try.

There are sure to be many who will point to the Increasing numbers
dmﬁmlnﬁtymm‘mmhwﬁ

tonud sockety 83 evidence thet prob

D P of sexism and racism have
fargely been solved. We must strongly resist such claims. Becsuse some
have been able to battle such problems successfully docs not mean that
these forms of socketsl blas have been ersdicated.

Massive sochad service eSorts willbe required—especially in lerge urban
aress Such efiorts must extend 10 the entire communizy and nclude such

m ThE CAREEA (SVELOPMENT CARTERLY / MAROH 1908/ VOL. 37

reatters 83 pre-school programs, day care centers, famiy services, and &
comprehensive program of educationsl reform extending from the earliest
py:'n ‘mdl‘g sl !;f‘ h.d::;}. cdmduauoo Certrinly, career development
ess ve arighcand are bility to become .
professionsh spoanbility team mem
Should NCDA attempt to take a more active rc'= in b dnginy, equity of
pportunity for carcer desek to all persons? The answer [s “yes.”
Do we know enough nov- to begia? Agla, the answer is “yes.” Will we
act 1o do what needs t0 be done? That, of course, s the Ley question
Only pou can saswer it.
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CAREER DEVELOPMENT QUARTERLY
EITORIAL BOARD NOMINATIONS

KCOA in beng d for nd 3p-
pountment to the Edaona! Board of the Cyreer Development Quarterdy are
encouraged 10 send the Edtor 2 ketter desending specihe greas of knoviedgs
04 interests and sutag wlingness to maet 3-4 week edtonal feview
tmenes A cutrent resume of work and wning expenences, and copes
0f 2-3 publicatons should 3iso be included Sampla articies watt be semy
10 quelihed 2ppheants 1ot review.

HCDA strves to keep 3 btance of experiance, bnterests, work seltings,
5 educabon represented on the Edrorial Baard. Eddorial feviewers with
successiul expeniences in the dav-to-day practes of career counseing and
feviewers who have expertiss in measurement and research ats nesded
Apohcants need nct have special quakicsnons in all of thess areas Apol- [
cants will be screen